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UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

Abstract
This Organizational Improvement Plan (OIP) addresses the inequitable services and
supports currently available to students with complex needs throughout a newly
amalgamated First Nations school district. This problem of practice explores how
services for students with complex needs can be unified in a way that provides equity
between schools, while being responsive to individual student needs. An overview of
historical and current organizational contexts is provided, and personal and organizational
leadership positions and lenses are investigated. Guiding questions emerging from this
problem of practice are explored, including the capacity and professional learning needs
of school-based staff, physical and human resourcing needs, and resistance of schoolbased staff to proposed district changes. Grounded in complexity theory, current and
envisioned future states are considered, exploring potential change drivers and
organizational change readiness. A framework for leading the change process is
reviewed from a critical transformative leadership approach, viewed through an
Indigenous leadership lens. Potential solutions are discussed, along with plans on how to
implement, monitor, and measure change. An implementation, evaluation, and
communication plan is described, providing a framework for change through an analysis
of relevant theories, research, and organizational data. Next steps and future
considerations are also reviewed to ensure ongoing organizational growth. Upon
implementation and institutionalization, this OIP will ensure that students with complex
needs are offered programming that better meets their individualized needs, while
allowing for consistent service delivery as they transition between schools within the
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district. Keywords: Complex Needs, Special Education, Amalgamation, District,
Complexity Theory, Transformative Leadership, Indigenous.
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Executive Summary
This Organizational Improvement Plan (OIP) serves as a culminating research
paper towards a Doctorate of Education (EdD) in Educational Leadership, providing an
evidence informed plan to address a problem of practice within the field of education.
Grounded in theory and supported by research, this OIP aims to address the current lack
of equitable services and supports available to students with complex needs throughout a
newly amalgamated First Nation school district. Through my agency as a senior district
leader responsible for Student Service delivery, the question explored throughout this
OIP is: How can services for students with complex needs be implemented throughout
the district in a way that provides equity between schools and while being responsive to
individual student needs? This question is explored throughout a three chapter analysis.
Chapter 1 provides a detailed overview of the problem of practice, reflecting the
current and historical organizational contexts. The school district identified within this
OIP serves a Cree First Nation community in Canada, and as such, this chapter provides
an overview of foundational legislation, policy, and governance structures. In addition to
the larger community context, this chapter reviews the organizational structure of the
current school district, as well as the historical organizational contexts of the four districts
pre-amalgamation. Through a lens of complexity theory, the problem of practice is
examined and framed, supported by tenets of multiple ideologies; primarily critical and
Indigenous. Three guiding questions are explored as potentially contributing to a lack of
consistency in the practice and implementation of services for students with complex
needs throughout the district: the capacity of school-based staff, physical and human
resourcing, and staff resistance. The gap between the present and envisioned future state
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is then reviewed, identifying priorities for change and reviewing potential change drivers.
This chapter culminates with a discussion of organizational change readiness.
Chapter 2 shifts from reviewing the problem of practice, to the planning and
development stages. A leadership framework is developed to help understand the
required change, beginning with a discussion of the chosen leadership approach to
change. This chapter focuses on what to change and how to go about making the change
happen, through an organizational analysis, proposed solutions to address the problem of
practice, and a discussion regarding ethical considerations. Transformative leadership
and Indigenous ideology are presented here as the leadership approaches to change, both
of which are embedded throughout each section of this OIP. Types of organizational
change are then reviewed, followed by a description of the theoretical framework that
will guide change throughout this OIP: Cawsey, Deszca, and Ingols’ Change Path Model
(2016). The Change Path Model is made up of four stages, which are explored in relation
to my problem of practice: Awakening, Mobilization, Acceleration, and
Institutionalization. Following a description of the selected theoretical model, a critical
organizational analysis is then conducted to understand and differentiate between what
needs to change and how the change should be enacted. Nadler and Tushman’s
Congruence Model (1989) is used to determine what needs to change in relation to my
problem of practice, by determining the gaps that exist between the current end
envisioned state of services to students with complex needs throughout the district. Upon
reviewing the theoretical models that will be used to support this OIP, possible solutions
to address the problem of practice are then discussed. Areas examined include potential
staff capacity solutions, physical resourcing solutions, and human resourcing solutions.
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Based on this discussion, three proposed solutions are recommended for implementation:
a blended professional learning model, a centralized resource model, and the hiring of
two additional Student Services coordinators. This chapter concludes with a review of
relevant ethical considerations and challenges that may apply along the change path.
Chapter 3 builds upon the previous two chapters, by developing an action plan,
including how to implement, monitor, evaluate, and communicate the organizational
change process. Goals are identified as benchmarks to reach the envisioned future state,
where students with complex needs will have access to quality services throughout the
district, regardless of the school they attend. The change implementation plan provides a
detailed strategy for change embedded within the four stages of the Change Path Model.
Prioritized goals, stakeholder involvement, and a timeline are reviewed, along with a
determination of required supports and resources as well as potential implementation
issues. Following a review of the change implementation plan, a monitoring and
evaluation plan is discussed. Tools and measures are proposed to track change, monitor
progress, and assess change, through the use of an iterative Plan-Do-Study-Act (PDSA)
Model. A communication plan is then reviewed, to help build awareness for the need for
change throughout the district and to communicate the change process throughout
implementation.
Finally, this OIP culminates with a discussion of next steps and potential future
considerations, ensuring that changes made in serving students with complex needs are
sustainable throughout the district.
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Glossary of Cree Terms

Îyinîw Mâmitonehicikan
Indigenous way of thinking: An all-encompassing way of seeing and understanding the
world. To have a compassionate mind by being empathetic, kind, loving, caring and
selfless (School District A [SDA], 2017; School District A [SDA], 2019c).
Nehiyaw Pimâtisôwin
Cree way of life: Honouring, respecting, and living in relation to the tenets of natural
law (four directions, four elements, four seasons, four forms of life, four gifts of life, and
four stages of life) (SDA, 2019b).
Nehiyawewin
Cree language: A scared and living language embodied through syllabics, identity story,
song, dance, and prayer (SDA, 2019b).
Wâhkôhtowin
The belief that all things are connected and related, requiring the maintenance of good
relationships. This is demonstrated through kinship, respect, and the honouring of all of
creation (SDA, 2017; SDA, 2019b).
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Chapter 1: Introduction and Problem
This Organizational Improvement Plan (OIP) aims to provide an evidenceinformed plan to identify and address a specific problem of practice present within my
current professional context. The goal of this plan is to inspire meaningful change that
leads to better outcomes for students and families, and that aligns with the community
and school district’s values and vision. The problem of practice will be described in
detail, reflecting the current and historical organizational context, leadership approach, as
well as readiness for change. Additionally, this OIP will explore multiple lines of inquiry
and provide a framework for change through an analysis of relevant theories, research,
and organizational data. Potential solutions to best address the problem of practice will
be discussed, along with plans on how to implement, monitor, and measure positive
change. Communication strategies, next steps, and future considerations will also be
reviewed to ensure ongoing organizational growth.
Organizational Context
Community X is a Cree First Nation community in Canada, which encompasses
four distinct bands and was the site of a large residential school for more than 50 years.
In 1972, the Indian Control of Indian Education: Policy Paper was presented to the
Federal Government, which led the government to begin a policy of devolution,
transferring control of schooling to First Nations (National Indian Brotherhood, 1972).
Several years after that paper was presented, each of the four bands in Community X
began operating their own separate school districts under local control. Over the years,
motive developed among the nations to improve student achievement and conversations
began regarding the possibility of creating one large amalgamated school district. The
United Nations Declaration on the Rights of Indigenous Peoples (UNDRIP) further
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supported the shift to local governance, allowing Community X to require that the
Federal Government respect their right to create a self-governed education system
(United Nations, 2008). In 2018, the four separate school districts in Community X were
amalgamated to create School District A (SDA), consisting of over ten schools and
serving in excess of 2000 students.
As a key step in transitioning towards a newly amalgamated school district, the
community collectively created an Education Declaration to guide the actions of the
schools (School District A [SDA], 2017). This declaration, established by the Chiefs,
Elders, and community members, calls for leadership that is strongly reflective of Îyinîw
Mâmitonehicikan (Indigenous way of thinking), Nehiyaw Pimâtisôwin (Cree way of
living), Nehiyawewin (Cree language) and Wâhkôhtowin (the belief that all things are
connected and related, requiring the maintenance of good relationships). These Cree
values drive SDA’s vision and mission, seeking to provide respectful and inspiring
schools to support the development of Cree speaking students who demonstrate
competence, confidence, and resilience (School District A [SDA], 2019a).
SDA is founded on the principle of Wâhkôhtowin, a Cree concept that places
importance on the understanding of being related to all living things and our obligation
and responsibility to maintain good relationships (Wildcat, 2018). Wâhkôhtowin is key to
our governance structure, as it promotes a consensus model, where decision making
involves consultation and relationship building. This governance structure has a
significant impact on my problem of practice, as it requires me to take the time to develop
rapport and to embed consultation with internal stakeholders into every step of
implementation.
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Legislation and policy. As part of the amalgamation process there has been a
shift in the governance model for the new school district, which has had an impact on the
organizational actors that are relevant to my problem of practice. In order to understand
SDA’s organizational governance structure, it is necessary to explore historical and
contemporary legislation, policies, and programs.
As SDA is a First Nation school district, provincial legislation, such as Education
Acts, have no mandated influence on policy or practice. These Acts do, however, inform
the district’s practice and there are portions of the [Provincial Education Act] ([Provincial
Government], 2018) that SDA has chosen to adopt, such as meeting the province’s highschool graduation requirements in order to allow students the opportunity to be successful
within contemporary society and to pursue further studies. There is no federal Education
Act, although the federal government did attempt to implement the First Nations Control
of First Nations Education Act (Bill C-33) in 2014. This Act would have established
Canada-wide standards and regulations for First Nation schools, but was not adopted as it
was controversial and unable to gather support (Zhou, 2016). Some First Nations bands
shared concerns including the possible impact on Treaty rights, a loss of First Nation
autonomy, and contradiction with UNDRIP (United Nations, 2008).
Article 14 of UNDRIP states that “Indigenous people have the right to establish
and control their educational systems and institutions providing education in their own
languages, in a manner appropriate to their cultural methods of teaching and learning”
(United Nations, 2008, p. 7). Canada began implementation of UNDRIP in 2015, and it
has played a role in SDA’s journey to amalgamation and the shift to local governance.
Figure 1 provides an overview of SDA’s organizational foundational legislation and
policy and governance structure.
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Figure 1. Overview of SDA’s legislation, policy, and governance structure
Treaty No. # (Canadian Government, date withheld for anonymization purposes),
a foundational legislation, was signed as an agreement between the Crown and the
Indigenous people residing in the Treaty area in which Community X is situated. This
Treaty outlines the Crown’s commitment to support Indigenous peoples’ rights, including
the right to education.
Another important legislation is the Truth and Reconciliation Commission of
Canada’s (TRC) Calls to Action (Truth and Reconciliation Commission of Canada
[TRC], 2015b). The TRC is a court-ordered truth commission, and although it was not a
federal action, it requires ongoing federal involvement. The TRC: Calls to Action
compiled 94 actions, that requires the federal government to redress the legacy of
residential schools by identifying and closing the gaps that exist in multiple areas
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between Indigenous and non-Indigenous people, including health and education (TRC,
2015b).
UNDRIP (United Nations, 2008), in combination with Treaty No. # (Canadian
Government, date withheld for anonymization purposes) and the TRC: Calls to Action
(TRC, 2015b), supported Community X in creating a self-governed education system.
Working collaboratively with The Crown, as represented by Indigenous Services Canada,
SDA negotiated the Community X Education Agreement (Community X, 2018). This
agreement, which took effect in 2018 between SDA and the Crown, clearly lays out the
commitments from both parties for SDA to become a locally-governed education district
(Community X, 2018). It provides appropriate and sustainable funding and allows SDA
the flexibility to develop a school district that is built upon the foundation of Cree beliefs
and values and that meets the needs of the communities. Following the signing of this
agreement, the Community X Education Law (Community X, 2018) was created by the
four bands and lays out regulations for the Board of Governors and district governance.
Both the Education Agreement and Law (Community X, 2018) have a significant impact
on my problem of practice, as decisions can be made based on community need, best
practice, and research, rather than a funding-driven decision making model.
Finally, the Education Declaration (SDA, 2017) was created through a community
consultation process to reflect what education should look like in Community X.
Delaney (2017) would classify this is a formal policy, as it was consciously developed,
including both public involvement and a thorough review. This is SDA’s foundational
document around which all policies, procedures and strategic plans are developed,
including those that pertain to student services. Specifically, the Declaration requires that
all programs foster the Cree way of thinking, work with the aspirations and needs of all
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students, provide a safe environment, and build the self-esteem and personal wellness of
students through a balanced approach to education (SDA, 2017). Specific to this OIP, the
Education Declaration also states that SDA will become a leader in special education and
serve all students equitably (SDA, 2017). The organizational context, including
legislation and policy, must be considered when determining an effective leadership lens
for this OIP.
Leadership Position and Lens Statement
In addition to considering organizational context, my leadership position and lens
must be considered in relation to my problem of practice.
Position and agency. My current position within SDA is as a senior leader who
provides oversight to student services. Within this role, I am primarily responsible for
establishing the strategic direction and developing and overseeing operations of the
Student Services department (School District A [SDA], 2019e). Within my portfolio,
student services consists of special education services, medical student supports,
counselling and student wellness supports, as well as threat assessment and crisis
response. Reporting to the Deputy Superintendent, I participate in district-level strategic
planning and provide guidance and support to school administrators and counsellors
throughout the school district. Additionally, responsibilities include the creation and
management of the student services budget and overseeing eight Student Service
department employees. This role affords me the agency to drive evidence-informed
change in student services and develop relevant policies and procedures that align with
SDA’s vision and mission.
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Personal leadership lens. The students that I serve in Community X have been
marginalized, intergenerationally, through the impacts of colonization, and currently, in
relation to their diverse learning needs. The impact of residential schools has had a
significant effect on how stakeholders within Community X view education and change.
Historically, decisions regarding education were mandated by the federal government,
resulting in many stakeholders being justifiably cautious of changes proposed by
governments and associated organizations. In order to promote positive change
throughout SDA, I believe that complexity theory is the best lens through which to view
my problem. Envisioning change through the lens of complexity theory will “enable and
generate conditions for self-organized emergence and change-organizational learningrather than mandating specific behaviours” (Morrison, 2010, p.375).
Complexity theory is a theory of change that takes into account that adaptations
are required to respond to the evolution of organizations (Morrison, 2008). Unlike other
theories, it does not follow a cause-and-effect model based on linear predictability, but
rather emphasizes organic, non-linear approaches (Morrison, 2008; Morrison, 2010). At
the base of complexity theory is the belief that organisms interact with their environment
and shape each other, and as such cannot be considered in isolation (Morrison, 2010).
Complexity theory is a natural approach for educational leadership within SDA, as it
recognizes that school districts are complex systems, dynamic, and non-linear in nature
(Davis & Sumara, 2008; Morrison, 2008). This theory requires that educational leaders
are adaptable and prepared to work in everchanging situations, which is a necessary
consideration when addressing my problem of practice due to SDA’s recent
amalgamation. Adopting a complexity lens will allow me to consider the evolution of

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

8

SDA throughout this OIP, while recognizing the importance of self-organization and
adaptability in my leadership approach (Morrison, 2010).
In addition to a focus on organic approaches, complexity theory recognizes that
relationships between stakeholders are of importance when guiding change (Morrison,
2010). A focus on holistic approaches that take into account relationships, networks, and
interdependence, links complexity theory to Indigenous ideology, which is necessary due
to the community that I serve (Hare, 2004; Harrington & Pavel, 2013; Morrison, 2008;
Munroe, Borden, Murray Orr, Toney, & Meader, 2013). At the basis of complexity
theory and Indigenous thought is the belief in child-centeredness and a focus on
experiential, exploratory, and interactive learning experiences (Morrison, 2008; School
District A [SDA], 2019c). Through both lenses, educational leaders are called to
establish the conditions for stakeholders to engage in self-organization and to respond to
the environment through a process of co-evolution, connectedness, and dialogue
(Government of Alberta, 2019; Khalifa, Khalil, Marsh, & Halloran, 2019; Morrison,
2008; Morrison, 2010).
Although I conceptualize change through a complexity lens, there is
epistemological tension at the core of this theory, as though it can provide suggestions, it
is not predictive in nature (Morrison, 2008; Morrison, 2010). Morrison (2008) states that
“complexity theory alone cannot provide a sufficient account of education, as education
is a moral enterprise requiring moral debate and moral choice” (p. 29). In agreement with
this underpinning of complexity theory, it has become clear that the beliefs, values, and
assumptions that I ascribe to include components of multiple leadership theories and
approaches. Leithwood, Seashore, Anderson and Wahlstrom (2004) warns against
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leadership by adjective as “sometimes they mask the more important underlying themes
common to successful leadership, regardless of the style being advocated” (p. 6). As
values are linked to circumstance, recognizing context will have a profound impact on
how I approach educational leadership (Elliot, 2015; Shields, 2014). I recognize that no
singular approach captures my leadership philosophy in its entirety or can be successful
in all contexts (Shields, 2014). Elliott (2015) labels this as conceptual pluralism,
allowing for adaptation of various approaches to meet the needs of the organization. I
believe that complexity theory supports pluralism as it recognizes that no single person or
approach possesses complete knowledge, but rather knowledge is created amongst
communities (Morrison, 2008).
My personal belief regarding the aims of education and leadership includes tenets
of multiple ideologies; primarily critical and Indigenous. I support critical thought, in
particular the focus on social justice and unequal power relations, which imply that
schools have an underlying moral dimension and responsibility to promote social equity
(Simons, Olseen, & Peters, 2009). Although status quo can provide stability, I believe in
the critical tenet that leaders must be advocates for positive change and that this action
will lead to socially just and equitable outcomes for all students (Santamaria &
Santamaria, 2015; Shields, 2014; Shields, 2018). In this sense, I maintain that my
leadership role is to empower communities, challenge the status quo, and drive positive
change and improvement (Elliott, 2015; Simons et al., 2009). This places my leadership
beliefs within a radical humanist paradigm, encompassing subjective assumptions
regarding the nature of social science and radical change assumptions regarding the
nature of society (Burrell & Morgan, 1979). More specifically, my leadership approach
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aligns closely with the tenets of critical transformative leadership, as transformative
leaders must “be willing to take stands that may require moral courage, to live with
tension, and to some degree, to engage in activism and advocacy” (Shields, 2011, p. 3).
As a transformative leader, I believe that I have a responsibility to disrupt beliefs that
marginalize others and support the reconstruction of these beliefs to allow others to view
all students as being capable of achieving success (Shields, 2011). These aims have
driven my career towards a focus on student services, specifically in the areas of
supporting the needs of those historically underserved, including students with complex
needs. Transformative leadership will be explored in depth in Chapter 2.
Having spent a significant portion of my career working in First Nation schools,
although I am non-Indigenous, my leadership values and beliefs have been significantly
influenced by Indigenous ideology and knowledge. My philosophy aligns closely with
Indigenous ethics of care, which places the community as central to the holistic
development of each member (Martin & Garrett, 2010; Munroe et al., 2013). In line with
Indigenous thought, I lead from the position that positive growth and change occurs when
decisions are co-created and implemented collaboratively by a team. This is supported
by establishing an environment and organizational culture that emphasizes the
importance of relationship and encourages shared leadership, by being attentive to the
needs of followers, empowering them, and building their capacity to take on leadership
roles (Northouse, 2016).
Organizational leadership lens. Reflecting on SDA’s leadership beliefs allows
me to determine what approach is needed to influence positive organizational growth and
change within my problem of practice. This allows me to align my leadership approach
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to respect SDA’s values, while also honouring my personal leadership philosophy. The
Education Declaration (SDA, 2017) requires an education district whose leaders ground
their thoughts and actions in Cree values. These values are closely aligned with
subjectivist assumptions, which support an anti-positivist epistemology; a belief that the
world must be understood through participation and not simply by observation (Burrell &
Morgan, 1979). In addition to alignment with subjectivist assumptions, the Cree value of
Wâhkôhtowin closely aligns with Burrell and Morgan’s (1979) sociology of regulation, as
it is concerned with consensus building, solidarity, and cohesiveness. These beliefs
suggest that SDA leads from an interpretive paradigm, striving for regulation by
emphasizing unity and cohesiveness (Burrell & Morgan, 1979; Hartley, 2010). This is
supported by SDA’s chosen leadership approach, focusing on Indigenous ideology.
Aligning closely with Indigenous beliefs, servant leadership is a term often
referenced as aligning with Indigenous leadership approaches (Khalifa et al., 2019; SDA
Superintendent, personal communication, December 17, 2019, name withheld for
anonymization purposes). One of the key tenets of servant leadership is the maintenance
of status quo, which can be linked to an Indigenous approaches desire to ensure that
cultural ways of living and thinking are preserved and embedded into procedures and
practices. Throughout the amalgamation SDA has recognized the need for a more critical
approach in order to unify the schools within the district and to align policies, procedures
and approaches. The work that has been done to unify four unique school districts has,
and continues to be, transformative in nature. (SDA Superintendent, personal
communication, December 17, 2019, name withheld for anonymization purposes). As
SDA recognizes the current need for a critical approach to support the amalgamation of
the previous school districts, there is strong consensus in our philosophies. Despite

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

12

SDA’s goal is to eventually transition to employing a more traditional servant leadership
approach, leaders throughout the district recognize that significant change is needed
before a shift to maintaining status quo can be observed. This will require an emphasis
on the process of change, rather than on the content of the change, an approach that is
supported by complexity theory (Morrison, 2008). Approaching this OIP through the
lens of complexity theory will ensure that emphasis is placed on issues as they arise,
resulting in more stability for the emerging system (Davis & Sumara, 2008). Although it
is not possible to predict the definite outcome of SDA shifting to a servant leadership
approach in the future, complexity thinking supports this as a possibility through the
adoption of a clear strategy and plan of action (Cawsey, Deszca, & Ingols, 2016; Davis &
Sumara, 2008). Should an eventual transition to servant leadership occur in SDA, this
shift is not anticipated to be challenging, as transformative leadership shares many beliefs
with servant leadership and both approaches can support an Indigenous leadership
approach. These three approaches all seek equity, share an authentic concern for the
growth and welfare of stakeholders, and cultivate followers to be prepared to lead
through a social justice lens (Caldwell, Dixon, Floyd, Chaudoin, Post, & Cheokas, 2012;
Letizia, 2014; Santamaria & Santamaria, 2015; Shields, 2011; Shields, 2014). In the
development of this OIP, and in planning for change, it is necessary for me to remain
aware and respectful of the district’s eventual desire for regulation and social order, while
respectfully challenging the status quo as required. (Burrell & Morgan, 1979).
Leadership Problem of Practice
In my role as a senior leader with SDA, the Superintendent has tasked me with
establishing unified student supports and services, ensuring a continuum of quality
services throughout the school district (Board of Governors Policy Manual, 2018). In
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conducting an informal needs assessment of the new district, it has become apparent that
there is great disparity in the equity of quality and delivery of special education and
student wellness practices throughout the district. In particular, the services and supports
being delivered to students with complex needs vary significantly between schools.
Within SDA, 5% to 10% of students have been identified as having complex needs
(School District A [SDA], 2019b). The term complex needs can be interpreted in many
ways; however, for the purpose of this OIP, students with complex needs are defined as
“those with needs that require significant extraordinary care, due to the severity of their
impairments, and require services from more than one service sector” (School District A
[SDA], 2019d, p. 8). These may include students with multiple learning, mental health,
physical health, and/or severe emotional or behavioural needs. Students with complex
needs require the support of a multi-disciplinary team which may include student services
staff, school-based staff, parents/guardians, various consultants, specialists, and agencies.
Prior to the amalgamation, policies, procedures, and funding for student services
varied dramatically between the four districts. These variances took many forms,
including how psychological assessments were obtained, how the recommendations
informed teaching practices, and how Individual Program Plans were created and
implemented. Whereas some schools had a history of access to specialized consultants
and resources, others relied solely on school-based staff and attempted to adapt standard
resources to meet student needs. Despite funding supports now being equitable across
SDA, significant inequities continue to exist in service delivery due to the continuance of
previous practices. The problem of practice under investigation in this OIP is the need to
address the current lack of equitable services and supports available to students with
complex needs throughout SDA. In addition to the ethical and moral obligations of
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providing equity in service, the recent amalgamation requires that students with complex
needs are able to access quality services. Providing superior learning opportunities for
students, including access to appropriate resources and services, increases the potential
for academic success (Dentith, Frattura, & Kaylor, 2013). This problem of practice will
address the following question: How can services for students with complex needs be
implemented throughout the district in a way that provides equity between schools while
being responsive to individual student needs?
When determining how best to address this problem of practice, the current and
historical organizational states must be examined. Having recently undergone a
significant amalgamation, this OIP will be implemented during a time of transformational
change. The amalgamation will have an impact on proposed changes to student service
delivery, as multiple perceptions of the amalgamation exist (Robinson & Griffiths, 2005).
As staff have had varied experiences with change initiatives in the past and throughout
the amalgamation, the complexities of these change dynamics will need to be considered
(Cawsey et al., 2016; Lewis, 2019). I have chosen to discuss both the amalgamation and
the problem of practice together as they are intimately intertwined. When considered
together, there is a greater likelihood of positive and sustainable outcomes.
Just as historical and current states must be examined, the problem of practice
must also align with the desired future state of SDA. The Education Declaration (SDA,
2017) establishes guiding beliefs for SDA which aligns with the goals of this OIP,
including building and running an education district that:
•

Fosters the Cree way of thinking;

•

Has the ability to work with the aspirations and needs of all students;
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•

Goes above and beyond to ensure student success;

•

Provides a safe environment, conducive to learning;

•

Motivates students to build their self-esteem and personal wellness; and,

•

Provides national leadership in the provision of special needs education (p.
1-2).

SDA’s aims align with that of modern Indigenous education initiatives by
transforming learning to ensure it is founded on an Indigenous worldview, while still
preparing students to understand and utilize western knowledge to be successful in a
rapidly globalizing world (Hare, 2004; Munroe et al., 2013).
Ensuring consistency in the quality and delivery of student services throughout
the district is in keeping with the requirements set out in the Education Declaration
(2017) and is believed to be achievable over time. The personal learning and wellness
needs of students with identified complex needs should be met, regardless of the
community they reside in or the school they attend. Implementing consistent
expectations for service delivery to students with complex needs is anticipated to have a
positive impact on student outcomes, both while at school and as they transition into the
community. This will require services and supports to be readily available to staff,
students, and families, ensuring that the methods of delivery are aligned with current
evidence-based practice.
Framing the Problem of Practice
Through a discussion of contextual factors, historical overview, and review of
relevant literature, I will provide legitimacy for the need for consistent service delivery
for students with complex needs throughout the district.
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Contextual factors. When determining the importance of a change initiative,
Cawsey, Deszca, and Ingols (2016) recommend that leaders consider political, economic,
social, technological, and ecological/environmental (PESTE) factors. Considering
multiple factors is supported by complexity theory, in that the interaction between the
organism and the environment impact the emergence of new structures and behaviours of
stakeholders (Mason, 2008; Morrison, 2008). There are several of these factors that drive
the need for alignment of quality services to students with complex needs, including
cultural, social, and organizational contexts.
Cultural context will always be the primary driving factor in our district, as
Indigenous values are the foundation for all initiatives. Rather than being added as an
afterthought, Indigenous thought should be the foundation upon which every action is
built. The people of Community X believe that the Creator gifted them with Îyinîw
Mâmitonehicikan (Indigenous way of thinking), which calls for a compassionate mind
(SDA, 2019b). This in turn guides and strengthens Nehiyaw Pimâtisôwin (the Cree way
of living) and Wâhkôhtowin (relationship/kinship) which embodies reciprocity,
responsibility, and honours the interconnectedness between all living things (SDA,
2019b). These values support Indigenous ideology, in that the responsibility of raising a
child falls to all members of the community, including school staff, family, and elders
(Martin & Garrett, 2010; Martinez, 2014; Munroe et al., 2013). The term leadership
should also be considered from a cultural lens, whereas in western educational cultures,
the most significant leadership role is typically that of central-office staff or a school
principal, from an Indigenous perspective leadership is present in all members of the
school and community (Khalifa et al., 2019). These values require our district to
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collaborate with families and agencies to provide appropriate services to all students,
including those with complex needs.
Khalifa, Khalil, Marsh, and Halloran (2019) suggest that it is “not possible for
non-Indigenous researchers to ever fully understand the needs of Indigenous peoples,
nations, and communities” (p. 580). Being a non-Indigenous person working in an
Indigenous community, I feel it is important to clearly state that I am in agreeance with
this statement. I believe, as do many scholars, that our knowledge of the world is
uniquely understood and constructed by our personal histories (Khalifa et al., 2019). I am
privileged to have had the honour to work in an Indigenous community for the past
fifteen years, where my leadership beliefs and practices have been challenged and grown
through exposure to Indigenous thought. Santamaría and Santamaría (2015) speak to the
importance of non-Indigenous leaders recognizing and setting aside their inherent
privilege to better understand the cultural context in which they are situated. As a
complexity theorist, I believe that my experiences working in Community X has helped
me to evolve and has shaped my leadership beliefs (Morrison, 2008). In addressing this
OIP, I believe it is imperative to remain aware of the impact western practices have had
on my personal belief system. I must continuously reflect on my leadership beliefs and
be cognizant of how they have been shaped by western values and worldviews (Khalifa et
al., 2019). Being a transformative leader begins with the need to understand my own
beliefs within the context of the schools and community I serve (Shields, 2018). There is
a necessity for me to consult with Elders, community members, and Indigenous
colleagues regarding my problem of practice to ensure that it is reflective of the
communities’ needs and is implemented in a way that is in keeping with Indigenous
thought. Adopting a transformative leadership stance will support me through this
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process, as it will require me to be authentic through self-reflection, acknowledgement,
and understanding of my own beliefs (Shields, 2018).
In addition to the cultural context, the current social context of Community X
must be considered. Community X has been significantly impacted by colonization and
the legacy of residential schools, which has resulted in unresolved historical and
intergenerational trauma (Truth and Reconciliation Commission of Canada [TRC],
2015a). The TRC: Calls to Action (TRC, 2015b) identified 94 calls to action to advance
the process of reconciliation. Several of these calls to action specifically address
educational concerns, including the call for supports to improve education success rates,
as well as closing the gap in mental health outcomes of Indigenous people (TRC, 2015b).
These calls to action apply to all Indigenous people, and thus must be applied to service
provision for Indigenous students with complex needs. They can be better supported
through the development of consistent student service supports within the schools.
Organizational context must also be considered, as it is a determinant of how
leadership is practiced and assists in understanding power-related issues (Alvesson &
Sveningsson, 2013; Glatter, 2006). The balance of power and dominating leadership
approaches within each of the four original school districts were unique and contributed
to the current organizational culture. The culture of an organization has a profound
impact on change-related processes, as it establishes shared norms, values, assumptions,
and behaviours (Cawsey et al., 2016). In relation to SDA’s amalgamation, the current
culture is a product of the four prior individual school districts, as well as the new
organizational culture that SDA is trying to develop (Cawsey et al., 2016). This shift in
organizational culture has necessitated the need for change regarding my problem of
practice. School principals, staff, and community members are aware of variances in
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service provision and delivery between the schools, and consequently, service delivery
for students with complex needs cannot remain as they are.
Problem of practice historical overview. Pre-amalgamation there was great
variance in service quality and delivery provided to students with complex needs between
schools. This variance was present in multiple areas including availability of specialist
service providers (e.g., psychologists, behavioural consultants) and rehabilitation therapy
supports (e.g., speech and language, occupational, and physical therapy). There also
existed a disparity in accommodation knowledge, availability, and use (i.e.,
environmental, instructional, assessment) which impacted staff capacity to understand
and meet the needs of diverse learners. In agreement with my critical approach to
leadership, I believe that schools have an underlying ethical and moral dimension and
should promote equity (Shields, 2018; Simons et al., 2009). In this sense, consistency
between schools refers to equity of services, not equality; it does not reference a ‘onesize-fits-all approach’, but rather calls for being responsive to individual student needs.
Rather than assuming a global approach among the schools, consistency calls for a
standard of access to resources and supports within the schools. An equitable approach
will allow for consistency in service availability in schools to support student transitions
between schools and will ensure that students will have access to similar services
regardless of the community in they reside.
The importance of addressing this problem of practice is strengthened by the
rapidly increasing enrollment of students with complex needs in our district. Historically,
many parents have chosen to enroll their children in surrounding provincial school
districts. A primary reason for seeking education outside of Community X included a
lack of trust in education on reserve, due in large part to the history of residential schools.
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Variance in funding and services available in the reserve schools pre-amalgamation led
many parents to enroll their children in provincial schools where they felt that their child
with complex needs would receive more support. Post-amalgamation, after multiple
consultations with the community, a sustainable funding model, and increased supports
and services, trust in the new district appears to be growing as enrollment numbers are
increasing. With this increase in trust, many families are viewing SDA as a district of
choice, due to our ability to meet both academic and cultural needs. As the number of
enrolled students with complex needs grows within SDA, the need to provide equitable
support becomes more timely given the change in the population. I believe that the
increased enrollment of students with complex needs speaks to the organization’s
perceived competence, which we now have a responsibility to the community to uphold.
The increased trust that the community has for education should be celebrated, however,
this rapid increase in enrollment affirms the urgency for this OIP.
Relevant literature. Multiple scholars have noted a lack of research that exists
regarding the role of district administrators in leading change within schools (Bublitz,
2017; Dentith et al., 2013; Leithwood, Leonard, & Sharratt, 1998; Rorrer, Skrla, &
Scheurich, 2008). Of the literature that does exist, it has been suggested that central
office leaders play an essential role in establishing equity, providing instructional
leadership, and creating the conditions for school success through aligning organizational
policies and procedures, resources, and communication (Dentith et al. 2013; Rorrer et al.
2008; Starr, 2017). Leithwood, Leonard, and Sharratt (1998) found district leadership to
be the second most influential variable on organizational learning within schools,
following school culture. This study found that district leaders can influence
organizational learning and change through the establishment of vision and policy, a
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commitment to continuous professional growth, and the development of a sense of
community among district schools (Leithwood et al., 1998). Starr (2017) further suggests
that central office leaders must be “facilitators, funders, advisers, evaluators, and quality
assurance agents” (p. 70).
Although minimal research exists with regard to district leaders’ role in aligning
services for students with complex needs, a significant body of literature exists regarding
supporting students with complex needs from a school level, which will be used to
inform this OIP. When reviewing this literature, it became apparent that solutions being
explored regarding student service delivery for students with complex needs overlapped,
which aligns with complexity theory, advocating for the view that district reorientation
and adoption of change cannot be processed in isolation or in a linear fashion (Dentith et
al., 2013; Morrison, 2008). In consideration of these factors, appropriate literature will
be embedded throughout this OIP as it relates to my problem of practice. This supports
my belief that my problem of practice must be seen through the lens of a complex and
adaptive system where “emphasis is placed on the relationship between elements, rather
than the elements themselves” (Morrison, 2008, p. 25).
Guiding Questions Emerging from the Problem of Practice
There are three guiding questions that will be investigated that may be
contributing to a lack of consistency in the practice and implementation of services for
students with complex needs throughout SDA: the capacity of school-based staff,
physical and human resourcing, and staff resistance.
Capacity and professional learning needs of school-based staff. There
currently exists a large disparity in the capacity of school administrators and teachers to
understand and meet the needs of students with complex needs. When meeting with
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school administrators and teachers there is demonstrated variance in the understanding in
how to create programming to meet the needs of these students. Whereas some schools
have experience working with consultants and implementing recommendations for
student programming; other schools have not experienced working with consultants.
Additionally, there is a marked difference between schools in staff knowledge of varying
disabilities and common strategies to address these needs. Attitudes towards serving
students with complex needs also vary, aligning with the level of knowledge and capacity
of school-based staff. Research has shown that ongoing professional learning is required
in order to change attitudes towards special education, and to implement appropriate
interventions that match diverse student needs (Danielson, Doolittle & Bradlet, 2007;
Shevlin, Winter, & Flynn, 2013). Robust and sustained professional learning has been
determined to be one of the key factors in promoting change and implementation of
special education within schools (Burstein, Sears, Wilcoxen, Cabello, & Spagna, 2004;
DeMatthews & Mawhinney, 2013; Dentith et al., 2013; Shevlin et al., 2013). Investing in
strengthening school leaders has also been found as a requirement for the successful
implementation of student services (Bai & Martin, 2015; Bublitz, 2017; Doyle, 2001).
The first guiding question that will be examined is: How can the student service
department support the capacity development of administrators and teachers to better
support students with complex needs?
Physical and human resourcing. Upon SDA’s amalgamation, the student
service department conducted an informal needs assessment and found a significant
variation in physical resource availability between schools to support students with
complex needs. This disparity of resources has made it difficult for student service
department staff to accommodate individual student needs and to provide consistent
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recommendations. Multiple studies have found that providing appropriate and
purposefully delivered school-level resources is a requirement for the implementation of
special education services and has a significant impact on staff acceptance of change,
instruction, and student outcomes (Burstein et al., 2004; Lemons, Vaughn, Wexler,
Kearns, & Sinclair, 2018). Zigmond and Baker (1995) advocate that supporting students
with complex learning needs within a more inclusive school environment requires more
resources than the traditional system that isolated students with complex needs into
segregated programs. Additionally, in order for students with complex needs to receive
services aligned with their individual needs, appropriate physical resources must be
provided to teachers to support their shift in practice (Burstein et al., 2004; Shevlin et al.,
2013). To positively impact teacher practices and outcomes of students with complex
needs, it will be necessary to ensure adequate resource provision at all school sites
(Burstein et al., 2004).
In addition to physical resources, current human resources throughout the district
must be explored. Due to a large variance in administrator and teacher capacity, there is
much work needed to build staff confidence in working with students with complex
needs. The student service staff currently includes three Student Services coordinators,
whose roles, in part, are to support administrators and teachers in planning and
implementing best educational practices for students with complex needs. These staff
ensure that students with complex needs have access to meaningful and effective learning
opportunities throughout the district. Albeit all qualified, these staff have expressed
concerns that their available time is not sufficient, due to the growing population of
students with complex needs and current staff capacity. Currently, coordinator caseloads
are having to be triaged to meet the most significant student safety needs, including the
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medical and behavioural needs of students with complex needs. As such, these staff are
not currently able to make substantive changes in student educational programming for
students with complex needs. The previously discussed guiding questions compound this
human resourcing concern: How can the student service department support schools
throughout the district to ensure that there is equity in access to adequate physical
resources to support students with complex needs? Additionally, is the student service
department staffed appropriately to meet the student needs, and how can supports be
prioritized to better serve students with complex needs?
Resistance of school-based staff to district changes. In providing student
service supports to schools, an additional challenge has been the resistance to change
demonstrated by some administrators and teachers, due in part to the many changes that
have accompanied the recent district amalgamation. Although administrators and
teachers agree that the amalgamation has the potential to have a significant positive
impact on education within Community X in the long term, in the short term, they have
expressed concerns with the change. I have had the opportunity to discuss these concerns
with principals and teachers on my school site visits and at monthly administrator
meetings. These mixed feelings are due to multiple factors and may stem from the fact
that this group of stakeholders had less opportunity to discuss the amalgamation in
comparison to central office staff. This moderate understanding of change and
ambivalent commitment to change has resulted in skepticism (Cawsey et al., 2016).
Additionally, principals have also been personally impacted by the change. Moving to a
larger authority has shifted power dynamics within the organization, resulting in
diminished autonomy, power, and influence (Cawsey et al., 2016). Prior to
amalgamation, many school-based administrators were more involved in district-level
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decision making and had the ability to make many decisions independently. Whereas
some administrators are grateful to have been relieved of these district-level
responsibilities, others have expressed frustration with their loss of autonomy within the
new organizational structure. The ambivalent perceptions of these principals is of
concern, as principals have key roles to play in leading change and influencing the
perceptions of their school staff (Cawsey et al., 2016). Principal skepticism is anticipated
to impact how proposed changes to service delivery for students with complex needs is
received by teachers and support staff. Some teachers have also demonstrated resistance
to change, as unified procedures have resulted in increased standards and demands for
some staff. In order to address the resistance being demonstrated throughout the district,
the third guiding question that will be explored is: Throughout the process of aligning
service delivery to students with complex needs, how can the student service department
engage staff, address power dynamics, and avoid systemic resistance? The Education
Declaration (SDA, 2017) states that our schools will have the capacity to address the
needs and aspirations of all students by employing a variety of teaching methods. It also
requires that we become “innovators and national leaders in providing special needs
education” (SDA, 2017, p. 2). By exploring these lines of inquiry, a change plan will be
developed to help implement consistent service delivery to students with complex needs
across the district.
Leadership-Focused Vision for Change
The inherited disparity in service provision and delivery for students with
complex needs does not support SDA’s vision to ensure that all students become
competent, confident, and resilient (SDA, 2019a). The key word in SDA’s vision is all,
which refers to every student who attends our schools, including those students with
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complex needs.
Current and envisioned future states. The Community X Education Agreement
(Community X, 2018) requires that SDA “accommodate eligible students with special
needs to enable them to access and participate in an Education Program through a
continuum of specialized supports and services” (p. 9). This agreement also specifies that
additional supports and services should be provided to students as equitably as possible
(Community X Education Agreement, 2018).
SDA’s current state does not allow for smooth transitions into and between
schools for children with complex needs due to the variance in capacity and resource
availability between schools (i.e., physical and human resources). This variance in
practice results in different initial school entry experiences for parents and student with
complex needs. Whereas some schools have established entry practices for assessing
student’s needs and linking them to appropriate supports, there were incidents preamalgamation where students with complex needs were denied enrollment and
recommended to attend neighbouring provincial school districts, where supports were
thought to be more readily available. In addition to school entry, as students transition
between schools throughout SDA, current service provision and access to
accommodations and resources differ, which does not support the continued growth of
individual learning goals. Lemons, Vaughn, Wexler, Kearns and Sinclair (2018) identify
that sufficient and consistent resource availability and delivery are required in order to
provide quality special education services across a continuum.
Recognizing inequities is the first step towards enacting deep and equitable
change through a transformative leadership lens (Shields, 2018). The envisioned future
state of SDA will not focus on whether or not we should accept students with complex
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needs, but instead will address the need for increased capacity to meet varying student
needs. This will ensure that students with complex needs are not only accepted, but have
access to rich and meaningful programming while in attendance. All students, including
those with complex needs, have much to contribute to the school community, a belief that
is routed in Indigenous ethics of care, which places the community as central to the
holistic development of each member (Martin & Garrett, 2010; Martinez, 2014; Munroe
et al., 2013). This need for deep and equitable change reinforces my selection of the
transformative leadership approach, which calls for the elimination of “deficit thinking
and the reconstruction of positive images of capable and engaged students” (Shields,
2018, p.40). This shift to supporting all students is supported by the Board of Governors,
SDA, and community members in various foundational documents (Board of governors
policy manual, 2018; Community X education agreement, 2018; Community X education
law; SDA, 2017; SDA, 2019d). The envisioned future state of SDA would ensure that
students have access to the supports and services they require, regardless of which school
they attend. Aligning with complexity theory, being prepared to adapt to evolving
situations will be a necessary component of an envisioned future state due to multiple
changes occurring simultaneously throughout the new school district (Morrison, 2010).
By increasing consistency in practice among the schools, it is envisioned that SDA will
support students with complex needs throughout their schooling, utilizing an aligned and
sustainable approach. Sustainable change will ensure that continuous improvement will
last, while allowing for multiple change initiatives to progress simultaneously and
successfully within the district (Fullan, 2005, as cited in Fullan, 2006; Hargreaves &
Fink, 2006). This change is anticipated to have positive outcomes on the school
experience of all students, as well as offering support for stakeholders, including school
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staff, administrators, parents/guardians, and community partners.
Change drivers. Several change drivers have been identified which impact how I
conceptualize change for my problem of practice. These include SDA’s foundational
policy documents, procedures, and vision statement; organizational culture; and guiding
questions. As explained, the guiding questions will investigate capacity and professional
learning needs of school-based staff, resistance to change, and physical and human
resourcing. I have shared my reasoning behind why change is needed in providing
consistency in service to students with complex needs and have highlighted the
importance for this work to begin in a timely manner. The conversation must now shift
to focus on who will participate in and influence the change process, a key factor in
driving change forward (Frontier & Rickabaugh, 2015).
Stakeholder perceptions of change are dependent on multiple factors including
previous experiences, individual assessment of the size and scope of the change, and
current role (Cawsey et al., 2016; Lewis, 2019). These perceptions will have a significant
impact on the change process and are likely to evolve over time as understanding for the
change develops (Cawsey et al., 2016). Key internal and external stakeholders that will
be involved in this OIP include: school-based staff (administrators, teachers, support
staff), central office staff, the school board, elders and cultural advisors, consultants,
community agencies, students, and parents/guardians. Within SDA, stakeholders hold
varying perceptions of the amalgamation changes, including positive, ambivalent, and
negative perceptions. These perceptions of ongoing shifts in practices throughout the
school district will have an impact on how proposed change for service delivery for
students with complex needs is interpreted (Cawsey et al., 2016).
SDA’s executive team, comprised of the Superintendent, Deputy Superintendent
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and Associate Superintendents, have a generally positive perception of the amalgamation.
Though the team is aware of concerns present within the schools, they are unified in the
belief that the amalgamation is in the best interest of the students and the community.
This unified positive perspective has been influenced by the fact that this team had been
involved in planning for the amalgamation and had multiple opportunities to participate
in conversations regarding the change, prior to its implementation (Cawsey et al., 2016).
This detailed understanding of the change, paired with a strong commitment to
implementation, has resulted in a consensus of positive perceptions (Cawsey et al., 2016).
These positive perceptions of change are likely to carry over to proposed changes
regarding unifying supports for students with complex needs throughout the district. It
should be understood that the majority of this team would be considered innovators or
early adapters and may be predisposed to readily seeking and accepting change (Cawsey
et al., 2016). This positive perception of change and support for improving equity in
service delivery for all students will be a significant change driver for this OIP.
Leading from a transformative lens is, in itself, a powerful change driver. As
multiple perceptions of change currently exist across SDA with internal and external
stakeholders, a transformative leadership approach will ensure that both the individual
and collective good are addressed (Shields, 2018). The Education Declaration (SDA,
2017) implies that the voices of all players should be heard and influence decision
making. Through the lens of complexity theory, it is vital that various stakeholder be
given opportunities to engage in discussions to present different perspectives and
consider different approaches (Cawsey et al., 2016; Lewis, 2019). This will have a
significant impact on how I address my problem of practice, as varying thoughts and
opinions must be heard and considered when determining a plan for cohesive and quality

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

30

services for students with complex needs. Shields (2018) speaks to the importance of
developing trusting relationships as a transformative leader, as relationships form the
foundation of teaching and learning and enable stakeholders to grow through a sense of
belonging. The transformative emphasis on approaching change through
interdependence and interconnectedness is closely linked to Indigenous ways of knowing,
as practicing Wâhkôhtowin will encourage strong relationships within the school and
community (SDA, 2019b; Shields, 2018). Working with various stakeholders to
deconstruct, and reconstruct, the current practices in serving students with complex needs
will challenge the ambivalent attitudes held by some internal stakeholders (Shields,
2018). This will involve a lengthy process to ensure that the approach is collaborative in
nature, while still meeting the need for complex service delivery alignment across the
schools. In moving towards a future envisioned state, where students with complex needs
have access to equitable supports and services, it will be imperative that I foster a climate
of openness and encourage dialogue with all stakeholders (Cawsey et al., 2016).
Organizational Change Readiness
I have described a clear need for change to the delivery of services to students
with complex needs, including describing the gap between the current and envisioned
future state. It is important to reinforce that my belief in the need to address this problem
of practice is insufficient in itself to move change forward (Cawsey et al., 2016).
Collecting, interpreting, and sharing information from both internal and external sources
is a necessary step to guiding a change initiative, supporting the message that change is
needed (Armenakis, Harris, & Field, 1999; Cawsey et al., 2016). Staff readiness has been
found to have a strong association with the implementation of initiatives within school
contexts (Armenakis & Harris, 2009; Hustus & Owens, 2018). The term readiness will
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be used, rather than resistance, as it will support a positive approach to framing this
change initiatives (Armenakis & Harris, 2009). Determining SDA’s readiness for change
will require that impacted stakeholders understand the gap between the current and
envisioned future state, recognize the need for aligning services for students with
complex needs, and believe that this need is critical enough to invest their energy into
implementation (Cawsey et al., 2016).
The Change Path Model, which will be examined in more detail in Chapter 2, will
support a process of engagement with multiple stakeholders through a collaborative and
consensus-driven approach, a foundational tenet of Indigenous ideology (Cawsey et al.,
2016; Martin & Garrett, 2010). This model requires an assessment of the organization’s
readiness for change (Cawsey et al., 2016). Cawsey et al. (2016) recommend the use of a
readiness for change questionnaire as a tool to assist in determining what will support
and inhibit change initiatives. This tool evaluates multiple readiness dimensions
including: previous change experiences, openness to change, rewards for change,
executive support, credible leadership and change champions, as well as measures for
change and accountability (Cawsey et al., 2016). For this OIP, the readiness for change
questionnaire will not be used to determine whether or not the change initiative should be
undertaken, as through a critical lens I believe there is a moral imperative to providing all
students with a quality education (Shields, 2011; Shields, 2018). Rather, this
questionnaire will be used to gain insight into factors to be considered when developing
the plan for change. The primary readiness dimensions from the questionnaire relating to
this OIP include: previous change experiences, openness to change, district support, and
credible leadership.
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Previous change experiences and openness to change. When determining
readiness for change, it is necessary to consider multiple factors including stakeholders’
previous experiences with, and openness to, change (Cawsey et al., 2016). It is not fully
known how school-based staff experienced change initiatives throughout the four school
districts pre-amalgamation. Through conversation with multiple school-based staff, I
understand that variance existed in how stakeholders were involved in change initiatives,
ranging from no involvement to full involvement (reference withheld due to
anonymization). Due to the high turnover rates in leadership and school-based staff
throughout at least two of the previous districts, it is likely that stakeholders experienced
a lack of consistency in change initiative determination, implementation, and
sustainability. Staff conversations indicate that some initiatives would start, but upon the
hiring of new staff, new directions would be taken (reference withheld due to
anonymization). Previous experiences with unproductive or negative change initiatives,
may have led to some staff holding cynical and skeptical attitudes towards new initiatives
(Armenakis & Harris, 2009; Cawsey et al., 2016).
In addition to individual experiences, SDA is going through a time of
discontinuous change due to the amalgamation, where the environment, culture, systems
and structures have changed dramatically (Nohria, 1993, as cited in Cawsey et al., 2016).
Concurrent implementation of multiple procedures can impact the adaptability of an
organization and lead to higher frustration and stress levels for some stakeholders
(Cawsey et al., 2016). Although community consultation regarding the amalgamation
has been an area of focus for SDA, this type of rapid growth and change has required
quick action, resulted in less collaboration with school-based stakeholders. When
developing a framework to guide the change process it will be necessary to take
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individual experiences with both historical change and concurrent change into
consideration, allowing for ongoing consultation and involvement.
District support and credible leadership. Involvement of senior managers has
been shown as crucial to the success of change initiatives (Cawsey et al., 2016). As the
change plan is developed, it will be necessary to ensure that SDA’s Executive team is
vocal in their support of the need for change to the services provided to students with
complex needs throughout the district. This involvement will help to paint a clear picture
of the future envisioned state of SDA, encouraging receptivity to change throughout the
district. District-level support has a greater likelihood of positively impacting change
initiatives when management has earned respect through a history of demonstrated
support (Cawsey et al., 2016). As the four districts amalgamated, many new relationships
were formed. The SDA Executive team is new and are in the process of building an
understanding of each other’s roles and responsibilities within the new district.
Relationships between central-office and school-based staff are still in their infancy.
Armenakis, Harris, and Field (1999) found that credibility, developed through ongoing
behaviours, is the most important characteristic required of change agents. Under
developed relationships are likely to have an impact on stakeholder confidence in
leadership, as trust and credibility are still being established (Cawsey et al., 2016). The
creation of a new school district supports the need for the engagement of all stakeholders
with a focus on relationships, a key component of Indigenous thought which is supported
by complexity theory and can be implemented through a transformative leadership
approach (Martin & Garrett, 2010; Shields, 2018; Siu, 2008).
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Chapter 1 Summary
This chapter has described my problem of practice by examining SDA’s context
and vision, as well as analyzing my personal leadership approach. Guiding questions
emerging from the problem of practice, as well as organizational change readiness, were
reviewed. Awareness of barriers to change readiness, as well as the impact of internal
and external factors, will prove helpful in the planning and development phase of this
OIP. The following chapter will develop a framework for understanding the change
required, taking into account the contextual and readiness factors discussed in this
chapter.
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Chapter 2 - Planning and Development
Having explored my problem of practice, organizational context, as well as my
chosen leadership lens, this chapter will expand upon my leadership approach and
provide a framework for leading the change process. Further, this chapter will focus on
what to change and how to go about making the change happen, through an
organizational analysis, a description of proposed solutions to address the problem of
practice, and a discussion regarding ethical components of my OIP.
Leadership Approach to Change
Organizational change involves making alterations to current practices to improve
outcomes for an organization. This is more likely to be successful when organizational
leaders are guided by an approach that meets the needs of their own particular situation
(Cawsey et al., 2016). Although SDA is striving for a long-term goal of implementing a
servant leadership approach, a transformative leadership approach is currently being
employed to help guide the amalgamation. At the heart of this approach is Indigenous
ideology, which helps to guide all decisions and practices. Leaders within the
organization are expected to demonstrate strong moral behaviour and to lead by putting
followers first, empowering them, and nurturing them to develop their personal capacities
(Northouse, 2016).
SDA’s mission and vision speak to Indigenous ideology, however, in reality there
are components of conservatism that continue to remain as influenced by the predominant
contemporary educational ideology of functionalism. This can be seen in how the district
approaches organizational structure: organizational charts are structured in a circle,
indicating the goal of a collaborative and consensus-based approach; however, underlying
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this, hierarchical contemporary organizational structures and approaches are often still in
place with respect to how decisions are made (Gutek, 2013). Shifting philosophies, from
predominantly functionalist and hierarchical to collaborative and consensus-driven, will
take time and intentional action to achieve. Transformative leadership has been selected
to guide this work, for though it is critical in nature, it complements Indigenous ideology
in that both leadership approaches are grounded in an anti-positivist assumptions
(Shields, 2011). The Education Declaration (SDA, 2017) requires that SDA becomes a
leader in special education and serves all students equitably. This shift in practices
cannot be accomplished through maintenance of the status quo, and will require radical
change. A transformative leadership approach will challenge the status quo to propel the
desired change of addressing the disparity in practices when addressing the needs of
students with complex needs throughout the district (Burrell & Morgan, 1979; Elliott,
2015; Shields, 2014).
Transformative leadership. Shields (2018), a noted scholar in the area of
transformative leadership practices, identifies eight integrally related tenets of this
leadership approach:
•

the mandate to effect deep and equitable change;

•

the need to deconstruct and reconstruct knowledge frameworks that
perpetuate inequity and injustice;

•

the need to address the inequitable distribution of power;

•

an emphasis on both private and public (individual and collective) good;

•

a focus on emancipation, democracy, equity, and justice;
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an emphasis on interdependence, interconnectedness, and global
awareness;

•

the necessity of balancing critique with promise; and

•

the call to exhibit moral courage. (p. vii)

A primary principle of transformative leadership is the mandate to effect deep and
equitable change, while balancing the individual and collective good (Shields, 2011;
Shields, 2018). The current inequity in services that exists for student with complex
needs throughout SDA cannot continue, as student needs are not being met.
Transformative leadership will support me in ensuring that any changes made to complex
student service delivery are inclusive, socially just, and are mutually beneficial for all
students in our schools (Shields, 2011; Shields, 2018). It will require me to be a catalyst
in empowering others throughout the district to support the required change (Avant,
2011).
In addition to what needs to change, transformative leadership focuses heavily on
how change occurs, by developing new knowledge frameworks (Shields, 2018). This
tenet is of key importance for my context, given the current staff perceptions regarding
the multiple changes that have accompanied the recent amalgamation. Personal bias,
history, and traditional service delivery for students with complex needs will need to be
addressed with school staff. This will require time to empower others to challenge and
grow their own thoughts and capacities (Avant, 2011). Taking a transformative approach
will encourage me to be self-reflective throughout the implementation of this OIP,
ensuring that I am also examining my own bias. In keeping with Indigenous ideology, a
transformative approach will ensure ongoing dialogue with various stakeholders (Shields,
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2018). This dialogue will encourage continuous reflection and support the democratic
and consensus-based action required by SDA’s governance model (Shields, 2018). These
ongoing conversations will strengthen Wâhkôhtowin, as relationships can be seen as a
vehicle for positive and sustainable change (Avant, 2011; Shields 2018). Whereas some
traditional leadership approaches focus exclusively on internal key stakeholders and seek
to meet the needs within the school building, transformative leadership strives to meet the
holistic development of the child and support the community (Shields 2018). In addition
to working with internal district staff, to enact meaningful change, it will be necessary to
engage deeply with families and the community to ensure a greater understanding of
student and family situations (Avant, 2011; Shields, 2011). This focus on relationships is
supported by my overarching lens of complexity theory, which suggests that operational
effectiveness is achieved through connectivity, networking, and interactions (Morrison,
2010).
Transformative leadership is not free of critique. Some scholars have criticized
this leadership approach for asking too much from educators in addressing larger
concerns of social justice outside of the school walls. Others have criticized this
approach for being overly idealistic (Shields, 2010). I disagree with these criticisms, as I
believe that addressing equity, to ensure that all students have the opportunity to
experience success, is an ethical responsibility. These beliefs require the adoption of the
transformative leadership tenet of moral courage. Being an activist for change will
require having the courage to address unjust situations and to live with tension and
challenge (Shields, 2010; Shields 2014). Adopting a transformative leadership approach,
while incorporating tenets of Indigenous ideology, will allow me to investigate and
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address the guiding questions related to my problem of practice in a way that respects my
personal leadership beliefs and those of the district and community that I serve.
Framework for Leading the Change Process
Taking into account that organizational change leads to a shift in practices within
an organization, it is necessary to consider types of organizational change to assist in
understanding which framing theory could best support this process (Cawsey et al.,
2016). In addition to a discussion regarding the various types of organizational change,
theories of organizational change will be explored to assist in determining how to address
the disparity in equity of services for students with complex needs throughout SDA.
Types of organizational change. There are several dimensions to change.
Change can be described as incremental or radical, and can also be described as
anticipatory or reactive (Cawsey et al., 2016). Nadler and Tushman (1989) and Cawsey
et al. (2016) combine these dimensions to create four types of organizational change.
Figure 2 provides an adaptation of these four types of change: tuning, adaption,
reorientation, and re-creation.

Figure 2. Four Types of Organizational Change. Adapted from “Organizational frame
bending: Principles for managing reorientation.” by Nadler, D. A., & Tushman, M.L.
1989. Academy of Management Executive, 3(3), p. 196.
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SDA’s recent amalgamation would be categorized as reorientation, as the merger
was a strategic change as a result of a long anticipated and planned process (Cawsey et
al., 2016). With regard to the proposed change to the equity of service delivery to
students with complex needs throughout SDA, this would be considered as a change of
re-creation, as the need for change is in response to an unpredicted need. Granted that the
differences in practices, when serving students with complex needs throughout the
districts, was anticipated pre-amalgamation, the extent of the disparity was more
significant than had been anticipated. Although a transformative leadership approach
will require that change is implemented in a way that supports consultation and
collaboration, this change is far from being considered an incremental change (Shields,
2018). Addressing my problem of practice will require shifts in thinking throughout the
district and a focus on multiple organizational components (Cawsey et al., 2016).
Framing theory. Considering that the type of change being addressed in this OIP
is that of re-creation, it is necessary to select a model that focuses on addressing change at
multiple levels. Many of the models I have explored focus on change at one of three
levels: individual, organizational, or systems levels (Cawsey et al., 2016). Considering
SDA’s current context, as well as the historical context of the four individual districts
pre-amalgamation, focusing solely on one of these levels would be insufficient. To
mandate deep and equitable change as a transformative leader, it will be important that I
address change at all of these levels (Shields, 2011). In addition to their area of focus,
some change models are descriptive in nature, depicting how change occurs, while others
are prescriptive, providing clear guidelines explaining what to do (Ullrich, 2008).
Through the lens of complexity theory, systems are unpredictable and are not linear,
therefore, a purely prescriptive model would not align with my leadership lens (Morrison,
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2010). That said, given the complexity of my organizational context, purely descriptive
models are too general to help guide the change required to reach the envisioned future
state of SDA’s service to students with complex needs.
It is unlikely that a single model, implemented in as intended, would in itself be
sufficient to guide the proposed change in this OIP. Fortunately, there is a model that
addresses both organizational and system level views and offers a blend of descriptive
and prescriptive components: Cawsey et al.’s (2016) Change Path Model. This model is
deemed to be an effective theoretical framework for guiding change for my problem of
practice due to its ability to address multiple views (Cawsey et al., 2016). In line with
complexity theory, the Change Path Model acknowledges the insights of other models
and blends several views and interpretations (Cawsey et al., 2016; Davis & Sumara,
2008; Morrison, 2010). The Change Path Model also supports my transformative
leadership approach, ensuring that actions are thoughtful, realistic, balanced, and
considerate of the organizational context (Shields, 2018).
Although this model has many strengths, a significant limitation also exists.
Through the lens of complexity theory, which believes that change cannot be approached
in a linear fashion, the question must be addressed: How can a linear model, such as the
Change Path Model, be applied to my problem of practice? To respond to this question,
you must also consider the limitations of complexity theory itself. Morrison (2010),
suggests that complexity theory has greater value as a way of thinking, rather than as a
prescription for behaviour. In advocating for the use of the Change Path Model, I
recognize that the intended linear approach of this model may need to shift and be reevaluated as new knowledge is constructed throughout the processes of implementation
(Morrison, 2008). I will need to remain vigilant not to oversimplify the process, one of
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the known limitations of the Change Path Model, but to ensure that the process is viewed
as flexible (Cawsey et al., 2016). Taking these limitations into consideration and
remaining aware throughout planning and implementation, the Change Path Model will
support a sustainable implementation to address my problem of practice. The Change
Path Model outlines four steps needed to guide change: Awakening, Mobilization,
Acceleration, and Institutionalization. These steps establish guidance, while at the same
time allowing for the flexibility required to meet the needs of a rapidly growing and
changing organization.
Awakening. Too often, changes are made within organizations without taking a
sufficient amount of time to assess the need for change. The initial stage of the Change
Path Model, awakening, requires time to understand what needs to change and why it is
needed (Cawsey et al., 2016). This step has already been partially addressed in the first
chapter of this OIP, as a need was identified and the gap between current and envisioned
states has been articulated (Cawsey et al., 2016). Awakening calls for the development of
an understanding of the need for change and the communication of a compelling
argument to support this need (Cawsey et al., 2016). From a transformative leadership
approach, Shields (2018) explains that in order to enact equitable practices, it is necessary
to examine “dominant traditions, assumptions, and beliefs” (p.124). At this stage, current
and past practices will be shared, allowing me to better understand stakeholders attitudes
and biases when working with students with complex needs. This step of the Change
Path Model will require me to develop a strong vision for change with a consideration of
SDA’s culture and stakeholders. It will also require data collection to better understand
the problems arising from the current disparity in services for students with complex
needs throughout the district (Cawsey et al., 2016). Given that SDA is in its infancy as a
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school district, this step of the Change Path Model will require that a thorough needs
assessment be conducted to determine the current practices and realities of serving
students with complex needs within individual schools.
Mobilization. Once change is determined to be needed, the second step of the
Change Path Model, Mobilization, recommends a gap analysis of the present and desired
states, while also considering the context of the organization (Cawsey et al., 2016). This
step will require cultural shifts, which can only be achieved and sustained through a
holistic approach where employees are engaged in the process, developing an
understanding and acceptance of the required changes (Cawsey et al., 2016). It will
involve anticipating, planning, and accounting for contextual factors, as they relate to
service delivery for students with complex needs throughout the district. A key tenet of
transformative leadership is the need to deconstruct and reconstruct current knowledge
frameworks, which can only be achieved by first acknowledging and understanding the
attitudes and assumptions that staff have regarding serving students with complex needs
(Avant, 2011; Shields, 2011; Shields, 2018). This stage of the Change Path Model will
involve ongoing engagement with staff to ensure that the need for change, and the vision
for how this can be achieved, is understood by all stakeholders. This will require a
critical approach, challenging staff to rethink their current assumptions to avoid applying
past solutions to new problems (Jones et al. 2008, as cited in Caldwell et al., 2012).
Acceleration. Acceleration, the third step of the Change Path Model, will involve
action planning for the desired change. This stage will require me to continue to engage
with, empower, and build the capacity of SDA staff, rather than simply mandating a
service implementation plan for students with complex needs (Cawsey et al., 2016).
Engaging in difficult conversations is a tenet of transformative leadership that requires
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ongoing dialogue to better the understanding of other views and to help forge stronger
relationships between stakeholders (Shields, 2018). This aligns with SDA’s foundational
Indigenous ideology, as building and maintaining strong relationships is an underlying
principle of Wâhkôhtowin (SDA, 2019a). Working alongside staff, rather than dictating
changes, will result in greater stakeholder engagement and understanding of the needs of
students with complex needs. The acceleration stage will also require that I select
appropriate action planning tools to meet the needs of my problem of practice and
continue to build momentum (Cawsey et al., 2016). Finally, a communication plan must
be considered during this step, including a plan to manage the transition and celebrate
gains throughout the process (Cawsey et al., 2016).
Institutionalization. In my experience, change often fails when the process ends
shortly after implementation, without putting thoughtful effort into how the change will
be measured. The fourth step of the Change Path Model, institutionalization, will
monitor progress to evaluate if the changes made are having a positive impact on the
learning of students with complex needs and will evaluate if changes have been
successfully adopted by employees (Cawsey et al., 2016). Transformative leadership
requires that goals are explicit and are revisited to ensure transformation and equity are
present when implementing change (Shields, 2011). The importance of this step of the
Change Path Model cannot be understated, as change is cyclical and ongoing throughout
organizations and many lessons can be learned through measurement and analysis to
support future changes.
The Change Path Model will allow me to investigate and address the lines of
inquiry related to my problem of practice in a way that respects my personal leadership
beliefs, those of my school districts, as well as of the community I serve. Adopting tenets
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from transformative leadership and Indigenous ideology, through the lens of complexity
theory will support this implementation.
Critical Organizational Analysis
In order to address my problem of practice, it is necessary to understand and
differentiate between what needs to change and how the change should be enacted.
Although the Change Path Model will provide a framework with which to implement
change, it will not support the analysis and diagnosis of what needs to change in relation
to my OIP. Cawsey et al. (2016) explain that “determining what needs changing requires
clear organizational frameworks. Change leaders need to comprehend the complexity
and interrelatedness of organizational components” (p. 64). Several frameworks and
theories exist, each better suited at diagnosing different organizational issues (Cawsey et
al., 2016). Nadler and Tushman’s (1989) Congruence model will support me in
determining what needs to change in relation to my problem of practice.
Nadler and Tushman’s congruence model. Nadler and Tushman’s (1989)
Congruence Model will be used to further examine and determine the gaps that exist
between the current end envisioned state of services to students with complex needs
throughout SDA. This open system model recognizes that SDA has many interdependent
parts and that an improvement plan cannot be implemented through a simple linear model
(Cawsey et al., 2016). Figure 3 outlines an adaptation of this model. At a simplistic
level, this model analyzes inputs, and then transforms them to outputs, through strategy,
transformation, and feedback (Cawsey et al., 2016). Each stage of this model will be
explored to diagnose and analyze what needs to change in relation to my problem of
practice, taking into account change readiness findings and organizational dynamics.
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Figure 3. Nadler and Tushman’s Congruence Model. Adapted from “Organizational
frame bending: Principles for managing reorientation.” by Nadler, D. A. & Tushman,
M. L. 1989. Academy of Management Executive, 3(3), p. 194-204.
Input. The first phase of the Congruence Model will be conducted during the
Awakening step of the Change Path Model, focusing on determining the need for change,
exploring the gap in current and desired states, and establishing a vision for the change to
services for students with complex needs (Cawsey et al., 2016). This phase involves
looking at input factors, including the environment, resources, and history and culture
(Cawsey et al., 2016).
As described in Chapter 1, there are several contextual factors that impact my
problem of practice, primarily cultural and social factors. These factors are further
compounded by the history of the community as well as the cultural dynamics of the
newly amalgamated school district. When exploring the current environmental factors
within the organization, staff capacity and professional learning needs play a significant
role in SDA’s current ability to meet the needs of students with complex needs. Prior to
amalgamation, only two of the four districts had policies, administrative procedures
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(APs), and handbooks that provided guidance for supporting the needs of students with
complex needs. This has resulted in several administrators who have limited capacity in
these areas. Administrative procedures and handbooks regarding special education
services support the implementation of consistent student services throughout the
schools, however some administrators require professional learning to build their capacity
to implement these procedures (SDA, 2019e). In addition to administrator capacity, there
exists a large variance in teacher capacity throughout the schools, which is evident from
the professional learning requests made to the student service department. This is likely
due to multiple practices in each of the four school districts pre-amalgamation, including
low staff retention rates, less central office support for the smaller districts, and less
funding available for professional learning initiatives. This current lack of equity in staff
capacity cannot promote an environment that creates equity for all students throughout
the district (Shields, 2011). In working towards meeting the needs of students with
complex needs, administrators must become instructional leaders in supporting students
with complex needs to build the capacity of their teachers.
Exploring resource access is of particular importance when considering input, as
physical and human resourcing is one of the guiding questions I am exploring in this OIP.
Upon analyzing current resources that could be used to support students with complex
needs throughout the district, it became apparent that students were not being served
equitably. For instance, assistive technology resources vary throughout the district: Some
schools have access to one-to-one electronic devices allowing individual learning needs
to be met in the classroom, whereas other schools have a traditional computer lab as their
primary source of technology, limiting support for students within the classroom setting.
In order to support students with complex needs, inequity in resources between schools
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cannot continue.
In addition to physical resources, the current state of human resources to help
support students with complex needs is insufficient. Research has shown that intensified
and specialized supports are required on a more frequent basis since the era of inclusion
(Lemons et al., 2018). Additionally, relational trust is required for improvement efforts
to be successful, and developing trust and relationships requires a significant investment
of time and personnel (George, Cox, Minch, & Sandomierski, 2018). Through multiple
conversations with SDA staff, the three district Student Service coordinators are finding it
difficult to meet the needs of the growing number of students with complex needs
throughout the district. Role overload has impacted staff health, as evidenced by staff
conversations and increased sick days over the past year (Brunsting, Sreckovic & Lane,
2014). Student Service department staff cannot continue to serve schools to the same
extent, without potential consequences of staff attrition due to burnout. In order to drive
change forward in my problem of practice, current Student Service department staffing
will be analyzed to determine if the department is adequately staffed and how better to
utilize current staff in meeting school needs.
Strategy. Once input factors have been considered and the current state of SDA is
understood, the Congruence Model examines which strategy should be employed to
guide the needed change (Cawsey et al., 2016). The contextual and environmental
factors described above have resulted in inequities in services present across the schools
in SDA’s current state. These must be resolved to move towards an envisioned state
where all students with identified complex needs have access to appropriate supports and
services to meet their individual needs. Given the agency of my role, I am able to
directly influence the strategy rather than simply adapting to what is already in existence.
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Guided by a transformative leadership approach, it will be necessary to ensure that
individual stakeholder rights are understood and respected while also ensuring that
barriers to equity are removed (Shields, 2018). This will require that I employ a strategy
that balances individual and collective good, developing the self-confidence and capacity
of administrators and teachers while promoting the ethical need for all students to receive
adequate services and supports (Shields, 2018). In accordance with an Indigenous
worldview, the strategy employed will be based on a foundation of Wâhkôhtowin,
ensuring that decisions are made collectively, with input from multiple stakeholders
(Khalifa et al., 2019; Shields 2018). The strategy being employed will need to be
considered at every stage of the Change Path Model.
Transformation process. The Congruence Model focuses on four components
within the transformation process and how they interact: (1) the tasks, (2) the people
involved, (3) the formal organization, and (4) the informal organization (Cawsey et al.,
2016). These components will be approached through the lens of transformative
leadership to ensure the mandate for deep and equitable change (Shields, 2011). Changes
to the four transformation processes will be explored during the Mobilization step of the
Change Path Model (Cawsey et al., 2016).
Cawsey et al.(2016) share that in order to develop change plans “change leaders
should think through the necessary shifts in key tasks in order to carry out the change
initiative” (p. 70). In relation to the inputs discussed, the tasks of this OIP will focus on
increasing administrator and staff capacity and addressing the inequity of physical and
human resourcing throughout the district. Stakeholder resistance to change will need to
be considered throughout change implementation to ensure that staff are engaged
throughout the change process. Transformative and Indigenous leadership approaches, as
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well as complexity theory, emphasize interdependence and interconnectedness, and as
such, the tasks being addressed within this OIP will require coordination and should be
considered interrelated (Morrison, 2008; Munroe et al., 2013; Shields, 2018).
Another factor in the transformation process is the people involved in or impacted
by the change. In order to address change readiness as a transformative leader it will be
necessary to deconstruct and reconstruct the current attitudes and assumptions held by
stakeholders regarding serving students with complex needs (Shields, 2011). It is
therefore vital to understand the stakeholders within the organization and be able to
anticipate how they might respond to proposed changes (Cawsey et al., 2016). As
mentioned in Chapter 1, the readiness for change questionnaire can be used to determine
factors to be aware of when implementing strategies for change (Cawsey et al., 2016).
This tool looks at several readiness dimensions, with results of the questionnaire ranging
from -10 to +35, with a higher score indicating that an organization may be better
prepared for change. As conducted with respect to my problem of practice within SDA,
the result was a score of 15. Given the recent impact of the amalgamation on attitudes
towards change, this score is promising. Executive support, as well as credible leadership
and change champions were determined to be areas of success on the questionnaire,
whereas previous change experiences and openness to change are areas that will require
focus and support (Cawsey et al., 2016).
The formal and informal organization are the two other components of the
transformation process. The formal organization refers to SDA’s structure and systems,
while the informal organization refers to the culture and informal norms that have been
adopted by stakeholders within the organization (Cawsey et al., 2016). Some formalized
structures that will need to be considered in relation to this OIP are the time that the
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district has in place for professional learning opportunities for administrators and
teachers, other training and development initiatives that are planned, budgetary
considerations and procedures, and human resources procedures. In regard to the
informal organization, an area to explore will be the historical and informal power
dynamics that exist amongst stakeholders. A blended transformative and Indigenous
leadership approach will require me to acknowledge the implicit culture of power that
exist within the informal organization and address this through a process of listening to,
and learning from, all stakeholders (Martin & Garrett, 2010; Shields, 2018).
Output. The four components of the transformation process interact with one
another to influence the outputs produced by the organization (Cawsey et al., 2016). This
final phase of the Congruence Model evaluates if the desired outputs are being achieved.
This will take place during the Institutionalization phase of the Change Path Model and
will be discussed in more detail in Chapter 3.
Having provided a critical analysis of my organization, possible solutions to
address my problem of practice will be recommended, providing rationale and outlining
the resources that will be required.
Possible Solutions to Address the Problem of Practice
Throughout this OIP I have discussed why there is a need to address the inequity
in service provision to students with complex needs throughout SDA. Additionally I
have reviewed what needs to change using the Nadler and Tushman’s Congruence Model
and have discussed the use of the Change Path Model as a framework for how to address
the proposed changes (Cawsey et al., 2016; Nadler & Tushman, 1989). With this
knowledge, I will now propose possible solutions to address my problem of practice that
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are aligned with both SDA’s Indigenous approach as well as my personal transformative
leadership stance.
Before exploring potential solutions, the option of maintaining the status quo must
be discussed. Whereas maintaining current practices is often considered as a potential
option, this cannot be a consideration for my problem of practice for several reasons.
First, the Education Declaration requires that SDA become a national leader in special
education, which requires that students with complex needs are provided with appropriate
learning supports throughout the district (SDA, 2017). Additionally, as a professional
who ascribes to a transformative leadership approach, I believe I have an ethical
responsibility to ensure that marginalized students are provided with the supports and
services they require (Avant, 2011; Shields, 2011).
In Chapter 1, I discussed potential lines of inquiry and factors that may be
contributing to and influencing my problem of practice: the capacity of school-based
staff, physical resourcing, and human resourcing. It is important to note that although
possible solutions will be discussed separately for each of these areas, the solutions
recommended throughout this OIP are interconnected. Suggested approaches to address
resistance of staff to district changes will be addressed in Chapter 3.
Staff capacity solutions. Robust and sustained professional learning is one of the
key factors determined to promote change and implementation of special education
practices within schools (Burstein et al., 2004; DeMatthews & Mawhinney, 2013; Dentith
et al., 2013; Shevlin et al., 2013). Additionally, investing in strengthening the capacity of
school leaders is repeated throughout the literature as being a requirement for the
successful implementation of student services (Bai & Martin, 2015; Bublitz, 2017; Doyle,
2001). Within the context of my problem of practice, there exists a large disparity in the
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capacity of school-based staff in supporting students with complex needs, which is
demonstrated through the inquiries and support requested from the Student Service team.
School staff have multiple new procedures to follow from various district departments,
including learning new operational planning and finance procedures, as well as new
literacy and cultural initiatives. This has resulted in a reduced amount of available time
for professional learning within the field of student services, contributing to staff feeling
overwhelmed and showing resistance to new initiatives. The two potential solutions
considered below require a plan to be developed to support school administrator and
school staff professional learning needs. In particular, the learning needs of school
administrators should be assessed and their learning should be invested in to support the
provision of high-quality and evidence-based practices. (Bai & Martin, 2015).
Solution a. After completing a needs assessment of administrator and staff
capacity needs (to be discussed in more detail in Chapter 3), internal Student Service
department staff would be used to deliver professional learning throughout the district.
This learning would take place onsite at the school or within a central district location.
Human, fiscal, and time resources would be required to support this solution. Student
Service department staff would need to add additional members to the team or restructure
current Student Services coordinator job descriptions to focus more heavily on providing
professional learning opportunities for staff, rather than direct intervention services.
Funding may also be needed to support the capacity of the coordinators to be able to
support staff’s specialized professional learning needs. Additionally, finding time for
professional learning opportunities would need to be explored, as there are multiple
existing initiatives throughout the district requiring administrators’ time.
Solution b. An alternative solution would be to use a blended model to deliver
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professional learning within the schools, accessing both internal and external supports.
This solution would also require a variety of resources, still utilizing internal Student
Service department staff but to a lesser degree. Fiscal resources would also be required
to provide funding for external speakers and/or attendance at external professional
learning workshops and may include costs to cover travel expenses and substitute
teachers. Time would also be required but may not compete as much with other
department initiatives. District-assigned professional learning time could be better shared
with other departments as some learning would be done during the school day and offsite.
Discussion. In considering both proposed solutions I am recommending the
implementation of the second solution: offering professional learning using a blended
model. Despite the first solution potentially reaching more staff in a timely manner and
providing more consistency in messaging, it is considered to be unrealistic at this time of
the amalgamation due to the competition between various departments within the district
to share district-allotted professional learning time. The increased responsibility for
Student Services staff is also not realistic at this time, as will be explored further when
discussing human resource needs. The benefits of delivering a blended model would
allow for current district resources to be used in a way that prioritizes targeting staff with
immediate capacity needs while balancing the workload of Student Service staff. This
new learning will require not only the organization of intensive and ongoing training, but
also an open and collaborative culture (Fullan, 2006). Creating an environment that
engages stakeholders through ongoing dialogue aligns with my transformative leadership
approach (Shields, 2011). Additionally, through a complexity lens, professional learning
opportunities will provide opportunities for connectivity, emergence, and communication
(Morrison, 2010). Multiple structures will be implemented to support capacity and
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relationship building with key stakeholders. This will include ongoing engagement with
Student Service department staff and administrators at monthly system leadership
meetings as well as onsite school visits. A focused professional learning plan will be
developed for targeted teachers and administrators as a result of a needs assessment. This
will include ongoing professional learning communities and external learning
opportunities to assist with the acquisition of new knowledge when working with
students with complex needs (Armenakis & Harris, 2009). In providing professional
learning opportunities for staff, the need for both physical and human resources must be
explored.
Physical resourcing solutions. Research by Burstein, Sears, Wilcoxen, Cabello,
& Spagna (2004) indicates that student outcomes and teacher practices may not be
positively impacted if resources are not provided. They also speak to the correlation
between resource provision and positive teacher attitudes towards implementing inclusive
practices. A report commissioned by the Center for Special Education Finance (1994)
suggests that, when implementing a district-wide shift to inclusionary practices, adaptive
equipment and devices must be made available for student use. Within the context of my
problem of practice, the disparity of resources between schools to support students with
complex needs has made it difficult for Student Service department staff to accommodate
individual student learning needs and to provide consistent recommendations. In addition
to resource allocation, a purposeful resource distribution plan must be created to ensure
that student service delivery is equitable (Dentith et al., 2013). Brown and Peterkin
(1999) reinforced the importance of a transparent resource allocation process and
procedure to support greater equity amongst schools, which supports greater school
accountability for student achievement, removing the excuse of resource inequity. Both
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of the proposed solutions would begin with a resource audit conducted by Student
Service staff in collaboration with school administrators and would require time to
research and compile.
Solution a. Following a resource audit, the first solution being considered is a
school-based resource model, which would involve supporting school administrators in
developing individualized purchase plans to meet their current school needs. Upon
completing this plan, administrators would be responsible for the purchase of these items,
requiring that they allocate school staff time and school budget. In this scenario, Student
Service staff time would be required to support this process, but fiscal responsibility
would remain at the school level. As items are purchased by the school, they would
remain the property of the school regardless of changing student need. Many of the
schools in SDA are familiar with this model, as it was in place in several schools prior to
amalgamation.
Solution b. As a second potential solution, upon completion of a resource audit,
the Student Service team would work with school administrators and teachers to
determine current student needs and develop a purchase plan. In this centralized resource
model, resources would be purchased by the Student Service department, requiring that a
resource distribution plan be created to monitor where resources are being housed and
used throughout this district. As student transition to other schools within SDA or leave
the district, resources would then be reallocated to other schools within the district as
needed. Resources required would include a centralized resource budget for special
education (rather than school-based budgeting), and Student Service staff time to conduct
a resource audit, determine required resources, purchase resources, and distribute
appropriately.
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Discussion. Transformative leadership emphasizes interconnectedness and the
belief that equity of access for all students is an essential first step (Shields, 2018). In
alignment with my transformative leadership approach and with an Indigenous approach
to community, I am recommending the implementation of the second solution: a
centralized resource model. Although many staff are familiar with a school-based
resourcing model, this does not ensure that students have access to needed resources as
they transition throughout the authority. It also may result in some resources sitting
unused, while they could be of use to another student within the district. Dentith,
Frattura, & Kaylor (2013) recommended that school districts distribute resources equally
and purposefully to school sites. A move to a centralized resource plan will have
budgetary implications. Though funding could be seen as a serious limitation, in fact this
may cost less money in the long-term as multiple schools will not need to purchase
similar items as student move to other schools within the district. It is promising to note
that the majority of funding for the implementation of inclusive special education
programs has been found to be one-time, start-up costs (Center for Special Education
Finance, 1994; Shevlin et al., 2018).
Human resourcing solutions. In addition to physical resources, human
resources must also be discussed. There are currently three Student Service coordinators
serving over ten schools within SDA, resulting in each coordinator supporting three or
four schools and carrying a caseload of over 200 students requiring additional learning,
medical, and behavioural supports (SDA, 2019c). In conducting research on the number
of similar coordinator positions and associated caseloads within 4 surrounding school
districts, it was found that the average coordinator caseload among these districts was
approximately 85 students, a significant difference from the current caseload of
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coordinators within SDA (SDA, 2019c). It is necessary to determine if the Student
Service department is appropriately staffed to support students with complex needs,
provide resource acquisition and distribution, and provide the support necessary to build
staff capacity. In the current state, Student Service coordinators within SDA are at risk
for burnout. Brunsting, Sreckovic & Lane (2014) studied special educator’s burnout rates
and found multiple factors associate with the onset of burnout including lack of support,
paperwork, and role overload. This burnout was found to impact both staff health, such
as chronic fatigue and colds, as well as student outcomes.
Solution a. The first potential solution would recommend the hiring of two
additional Student Service coordinators. This increase in staff would ensure that each
coordinator would be assigned to support an average of two schools, versus the three to
four schools they are currently serving. This would also lower their caseload to
supporting approximately 120 students each, still more than the surrounding district
average, but much more feasible than the current state. This staffing addition would
allow for more equity in serving students with complex needs, both in supporting
individual student needs, and meeting appropriate resource and capacity needs throughout
the district. This solution would require significant budgetary resources, as it would
require that two specialized teachers be hired. It would also require that my current
responsibilities be prioritized to afford me the time to onboard new staff.
Solution b. As maintaining the status quo is not possible due to the high risk of
burnout, the second potential solution would look at revisiting the Student Service
coordinators job descriptions. In order to meet the resourcing and capacity needs of the
district and the increasing number of students with complex needs enrolling in our
schools, job responsibilities would need to be triaged. Whereas all responsibilities must
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be maintained, some of these responsibilities would need to be reassigned to school-based
staff, so that Student Service coordinators could focus on capacity building. This would
require schools to take over resourcing responsibilities and often meet regarding students
with complex needs without a multi-disciplinary team present. The benefit of this
solution is that there is no additional cost. When considering this as a potential solution,
potential pitfalls must also be explored, including the possibility of staff burnout
transferring from the coordinators to school-based staff. Most significantly, this solution
may also result in schools returning to a siloed model, which would reinforce the current
stated of inequity throughout the district.
Discussion. In order to support increasing student need, as well as staff capacity
needs, I believe that more Student Service coordinators are required during this time of
transition, and therefore I am recommending the first solution. Within the field of special
education, specialists are required to support general educators who have minimal
training specific to working with students with complex needs (Lemons et al., 2018).
Due to the recent amalgamation, relationships must be developed to support the changes
proposed in this OIP. In order to support school staff through the change process and to
overcome resistance, the literature clearly states that there is a need for district and
specialized staff to invest the time in developing positive, trusting, and collaborative
relationships with school-based staff (Burstein et al., 2004; Doyle, 2001; George et al.,
2018). Hiring two additional Student Service coordinators will be an investment in
ensuring that the needs of students with complex needs are met, a requirement of the
Education Declaration (SDA, 2017). This will also help bridge the gap of district-allotted
human resources allocated to support students with complex needs between SDA and
surrounding school districts (SDA, 2019c).
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To summarize, the three proposed solutions I am recommending for
implementation are: a blended professional learning model, a centralized resource model,
and the hiring of two additional Student Services coordinators. It is apparent that an
increase in funding is required to administer these solutions. Three quarters of the
required funds can be sourced from other areas of the current Student Services budget.
Should the district not feel that the remainder of the needed funds can be accessed from
the district budget, there is an alternative to access these resources using Jordan’s
Principle. Jordan’s Principle is a child first principle, mandated by the Canadian Human
Rights Tribunal, that “ensures that First Nations children can access all public services
when they need them. Services need to…take into full account the historical
disadvantage that many First Nations children live with” (First Nations Child and Family
Caring Society of Canada, 2018, p. 1). Successful applications have been made by the
district in the past. Resources, staffing, and professional development, that support
students with complex needs, are appropriate applications that align with Jordan’s
Principle guidelines (First Nations Child and Family Caring Society of Canada, 2018).
Through the lens of complexity theory, the connectedness of these three solutions
must be acknowledged (Morrison, 2008). These solutions are interdependent, requiring
that the three proposed solutions are addressed simultaneously.
Leadership Ethics and Organizational Change
Having discussed what needs to change for the delivery of services to students
with complex needs throughout SDA and how I propose to implement the needed
changes, a key element that must be examined is the ethical component that is prevalent
throughout my OIP. Many definitions of ethical leadership exist in the literature,
however, Brown, Treviño, and Harrison (2005) characterize it as “the demonstration of
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normatively appropriate conduct through personal actions and interpersonal relationships
and the promotion of such conduct to followers through two-way communication,
reinforcement, and decision making” (p.120).
Although ethics are present in all forms of leadership, within the realm of
education ethics are especially significant. Schools have a moral obligation in ensuring
that they are preparing children and youth for their future role within the community and
considering their best interest at the heart of decision making (Starratt, 1991; Stefkovich
& Begley, 2007). Shapiro and Stefkovich (2016) refer to this unique moral aspect of
educational leadership as the ‘ethics of the profession’, taking into account the
expectations of the roles we play in students’ lives as well as the expectations of the
community we serve. Community X has been clear in their expectations in the
Declaration on Education (SDA, 2017), requiring staff to meet the academic, social, and
emotional needs of all students, including those with complex needs. The ethical culture
that SDA adopts and requires of leaders within the district, when addressing the needs of
students with complex needs, will impact the moral agency of the organization (Tuana,
2014). In keeping with two of SDA’s principles, Îyinîw Mâmitonehicikan and
Wâhkôhtowin, a clear ethical responsibility is implied and is embedded in every decision
I am proposing throughout this OIP. One of the key tenets of transformative leadership is
to exhibit moral courage, which I consistently implement by advocating for students who
are disadvantaged (Shields, 2018). This ethical discussion will be explored through
Starratt’s (1991) three-pronged ethical framework, which includes the ethics of critique,
justice, and care.
Ethics of critique, justice, and care. Starratt (1991) proposes that there is no
singular ethical framework that can address ethical dilemmas. Instead, he recommends
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that the ethics of critique, justice, and care are considered together when considering
ethical challenges.
The ethic of critique is rooted in critical theory and the analysis of inequity and is
deeply embedded into my problem of practice and transformative leadership approach
(Shapiro & Stefkovich, 2016). It is the ethic of critique that drove me to confront the
moral issues involved in the service delivery to students with complex needs throughout
SDA, as students were receiving disproportionate services depending on which school
they attended (Starratt, 1991). Moral actions associated with the ethic of critique are
embedded into my change plan through highlighting inequity present in different schools
(Langlois, 2011). This includes inequities in physical and human resource provision
among the schools as well as the current capacity of staff members in serving students
with complex needs. During the awakening stage of the Change Path Model, the ethic of
critique will support the development of an understanding of the need for change through
illuminating the inequity that exists (Cawsey et al., 2016).
The ethic of justice has implications for how staff govern themselves and offers a
more explicit response to ethical challenges (Starratt, 1991). It is based on laws and
rights and includes policy formation and implementation (Martinez, 2014; Starratt, 1991).
Due to the different school governance models pre-amalgamation, SDA is still in the
process of aligning procedures, and staff are still adjusting their self-governance in
accordance with new expectations. As this ethic is based on the fundamental principles
of tolerance, respect, and equality, it will be embedded throughout each stage of the
change process, to address various stakeholders perceptions along the change path
(Martinez, 2014). The ethic of justice is particularly relevant when supporting with
students with complex needs, as these students are often the most vulnerable population,
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and are often excluded, disadvantaged or marginalized (DeMatthews & Mawhinney,
2013). Given the historical differences between the districts pre-amalgamation, varying
staff attitudes exist when serving students with complex needs, due to historical
underfunding and lack of additional services and supports. A transformative leadership
approach will examine the ethic of justice by asking school leaders to reflect on how
continuing to marginalize students with complex needs is detrimental to the school and
greater community (Shields, 2018).
The ethic of care is based on the belief that caring for others is a foundational
principle in educational leadership, which requires empathy and collaboration (Starratt,
1991). This ethic addresses dynamics of power, privilege, and hierarchy (Starratt, 1991).
Prior to amalgamation each district had unique cultures and belief systems around the
ethic of care, which is slowly shifting to new culture within SDA. The ethic of care
requires that schools are viewed as responsible for assisting students and families in
addressing identified needs, in order to drive positive social change (Gutek, 2013;
Martinez, 2014; Plazek, 2012). Ethics of care plays a central role throughout this OIP as
it is deeply embedded into Indigenous ideology. An Indigenous ethic of care places the
community as central to the holistic development of each member, requiring that multiple
stakeholders are involved in planning for and implementing services to students with
complex needs (Martin & Garrett, 2010; Martinez, 2014; Munroe et al., 2013).
Potential ethical issues and challenges. Given the significant changes that have
been brought about by the recent district amalgamation, there are anticipated ethical
challenges that will arise throughout the implementation of this OIP. In particular, ethical
issues are expected surrounding the resistance demonstrated by some staff when
addressing current practices in serving students with complex needs as well as Student
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Service staff burnout.
Resistance of school staff. Sharif and Scandura (2014) emphasize the importance
of ethical leadership during organizational change, as change processes influence
employee behaviour. The transformative leadership approach I am adopting is ethical in
nature as it requires me to be culturally competent and demonstrate respect through
collaboration and communication (Avant, 2011). In order to remain credible and
encourage open attitudes and behaviours from stakeholders, it will be necessary for me to
remain transparent, a key component of ethical behaviour (Sharif & Scandura, 2014).
The ethics of care is relationally driven, and ensuring this ethic is in place throughout the
change process will promote collaboration and relationship, in line with SDA’s core
value of Wâhkôhtowin (Ehrich, Harris, Klenowski, Smeed, & Spina, 2015; SDA, 2017).
This development of relational trust will allow me to delve deeper into the ethic of
critique with stakeholders. To combat the potential feelings of fear and resistance felt by
school staff, it will be necessary to adopt ethical practices of governing, including
multiple opportunities for democratic participation (Starratt, 1991). Rooted within the
ethics of critique, all school staff will be expected to question and address inequalities,
with the goal of building a democratic community that promotes values of morality,
equality, and social justice (Martinez, 2014). Stakeholders will be encouraged to
examine their own biases and belief systems and to embrace the ethical need to
reconstruct their knowledge frameworks to better serve students with complex needs
(Avant, 2011). By engaging stakeholders in dialogue and being open to understanding
multiple perspectives, I will be able to address power struggles and seek consensus
(Langlois, 2011). Through engaging in respectful debate, I can then model and promote
ethical attitudes and encourage ethical self-governance of school staff (Starratt, 1991).
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The issue of stakeholder resistance will likely present itself in various degrees throughout
the change process but is expected to be especially prevalent during the mobilization and
acceleration stages of the Change Path Model. These two stages of the model involve
cultural shifts which will require staff to question their belief systems (Cawsey et al.,
2016).
Student service staff burnout. In addition to anticipated school staff resistance,
the Student Service coordinators roles are currently not feasible. Supported by the ethic
of critique and justice, this OIP has recommended the hiring of two additional
coordinators. The hiring, onboarding, and training of new staff will take time and will
involve a significant transition process. In the interim the workload for current Student
Services coordinators is anticipated to remain high. Sharif and Scandura (2014) state that
“ethical leadership may provide stability for employees who are experiencing challenges
during change” (p. 192). Ethical leadership has been linked to increased job satisfaction,
attitudes, and dedication (Brown, Treviño, & Harrison, 2005; Sharif & Scandura, 2014).
In order to support Student Service staff morale during this time of change it will be
necessary for me to model the ethics of care by strengthening and maintain trusting
relationships (Starratt, 1991).
In order to enact meaningful and equitable change for students with complex
needs through a transformative lens, it will be necessary to consider the ethics of critique,
justice, and care throughout the change process. This will require me to continuously
engage in potentially difficult conversations and dialogue with various stakeholder in
order to build relationships and focus on the elimination of deficit thinking (Cawsey et
al., 2016; Shields, 2018).
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Chapter 2 Summary
Chapter 2 has focused on the planning and development components of this OIP.
Nadler and Tushman’s (1989) Congruence Model was utilized to determine what needs
to change, while Cawsey et al.’s (2016) Change Path Model was reviewed as a
framework for leading the change process. Complexity theory, as well as transformative
and Indigenous leadership approaches to change, were embedded throughout the
discussion to support potential solutions in addressing the disparity in service provision to
students with complex needs. The following chapter will elaborate further by providing a
plan for implementation, monitoring, and evaluation of this OIP, as well as a plan for
communication.
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Chapter 3- Implementation, Evaluation, and Communication
The previous two chapters of this OIP have described my problem of practice and
organizational context; discussed the lens, approaches, and framework being used to
understand the required change; and proposed solutions to provide consistent and quality
service delivery to students with complex needs. This chapter uses this knowledge to
develop an action plan, including how to implement, monitor, evaluate, and communicate
the organizational change process. Despite these areas being discussed separately,
through a complexity lens these areas are inextricably connected, and thus, will be
implemented through a parallel process (Cawsey et al., 2016; Morrison, 2008). Short-,
mid-, and long-term goals will be identified as benchmarks to reaching the envisioned
future state, where students with complex needs access quality services, regardless of the
school they attend. As this plan is realized, the timeline will adapt and emerge according
to feedback and learning garnered from stakeholders (Morrison, 2010).
Change Implementation Plan
This change implementation plan will provide a detailed strategy for change,
embedded within the four stages of the Change Path Model: Awakening, Mobilization,
Acceleration, and Institutionalization. An overview of goals, listed in order of priority, as
well as an approximate implementation timeline are summarized in Table 1.
Awakening. The first stage to implementing this OIP will require that three
short-term goals are completed in rapid succession: determining a need for change for
service delivery to students with complex needs, assessing the cultural and power
dynamics throughout the organization, and developing and communicating the change
vison to stakeholders through a process of engagement. This stage of the change
implementation plan will require me to engage various stakeholders in discussion and
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debate early in the process (Dentith et al., 2013). By offering multiple opportunities for
engagement and by being transparent in the process, there is a greater likelihood that
concerns with resistance can be addressed (Haynes, 1998). Cawsey et al. (2016)
advocate that “how change leaders deal with power and behavioural organizational norms
and the difficult-to-define, amorphous organizational culture will affect the speed and
nature of the change” (p. 185). As a district leader, it is necessary that I evaluate the
power dynamics present in SDA and share responsibilities with school administrators
(Doyle, 2001). When district leaders share ownership of the change, rather than simply
mandating change, school administrators are more likely to be receptive and accountable.
Determine the need for change. As I identify with tenets of a transformative
approach, Shields (2014) recommends beginning “with a critical examination of current
practices” (p. 336). Nadler and Tushman’s Congruence Model will guide the process of
determining the need for change by examining the gap between the current and
envisioned state when serving students with complex needs (Nadler & Tushman, 1989).
The input phase of this model, which was explored in detail in Chapter 2, will analyze
multiple factors including SDA’s environment, resources, history, and culture. At this
stage of the implementation plan I will coordinate and oversee an informal needs
assessment of the current practices and realities when serving student with complex needs
throughout the schools. As SDA is in its second year post-amalgamation, this work is
already underway and a picture of the current state is developing. The Student Services
coordinators have collected data regarding current student needs within each of the
schools and the Student Services team has a good understanding of current principal and
teacher capacity. To support this process, I will conduct interviews with school
principals to gain their view and insight of current practices and capacity, when serving
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students with complex needs within their school. This will require the development of
questions to guide conversation, as well as time to conduct onsite visits at each school.
Assess power and cultural dynamics. Given that the four previous authorities
each had a rich history and distinct organizational culture pre-amalgamation it will be
necessary to perform a stakeholder analysis to better understand the dynamics of each
school’s culture. This analysis will provide a clear understanding of the school staff’s
perspectives, feelings, predispositions, and beliefs regarding student services delivery for
students with complex needs (Cawsey et al., 2016; Lewis, 2019). A portion of this
analysis will also examine which stakeholders will be most impacted by the change and
to what degree each of these stakeholders has the power and ability to impact the change
(Cawsey et al., 2016). Determining stakeholder readiness and attitudes toward change
throughout the various schools will inform this OIP by determining approaches that will
result in successful student services delivery and have a higher likelihood of garnering
support (Cawsey et al., 2016). This process will involve actively listening to and seeking
out multiple perspectives, as well as asking for feedback and opinions regarding the
current and desired state of student services delivery within the district (Cawsey et al.,
2016; Lewis, 2019). Focusing on developing positive relationships with stakeholders
will also require that their expertise, experiences, and contributions are recognized and
respected (Armenakis et al., 1999; Leithwood, 2012, as cited in Katz, Dack, & Malloy,
2018). By engaging school staff in purposeful discussions, through the use of a
structured protocol, I will increase my awareness of the context within each school and be
better able to consider alternative solutions and explanations (Cawsey et al., 2016; Katz et
al., 2018; Lewis, 2019).
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Develop and communicate the change vision. When planning for
implementation, necessary leadership approaches must be considered that are aligned
with SDA’s governance model. Cawsey et al. (2016) list the development of a wellarticulated vision as one of the key organizational components required for organizational
change. During the Awakening stage, a vision will be created that aligns with the
Education Declaration (SDA, 2017) to ensure that it supports community requirements.
Through a complexity lens, this vision will not be used to mandate an ultimate goal, but
rather as a way to dispel uncertainty and to provide stakeholders with a shared purpose
and sense of hope (Cawsey et al., 2016). This process will involve collectively creating a
vision statement, and setting norms, expectations, and values with key stakeholders,
including the SDA Executive Team, Student Services coordinators, and principals
(Rorrer et al., 2008). The co-development of a clear change message will provide
opportunities to clarify for stakeholders why the changes to serving students with
complex needs are needed and to explain how the change will lead to improved outcomes
for all stakeholders (Armenakis et al., 1999; Cawsey et al., 2016). An ethical approach
will increase the likelihood of stakeholders feeling validated by having their viewpoint
acknowledged, through nonjudgmental conversation rather than coercion (Elliott, 2015;
Northouse 2016). This is supported by transformative leadership and aligns with
Indigenous ideology, as both approaches advocate for listening to, and including,
stakeholders in the change process (Martin & Garrett, 2010; Shields, 2014). Through a
series of conversations, a transformative leadership approach will allow me to be an
activist and a voice for the need for change and transformation (Shields, 2014).
Facilitated through a series of two vision workshops, this step will require two to three
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hours designated at two of the monthly principal meeting agendas, as well as the support
of the Executive team.
Mobilization. In Chapter 2, I recommended the implementation of three
proposed solutions to my problem of practice: the hiring of two additional Student
Services coordinators, a centralized resource model, and a blended professional learning
model. The requirements for implementing these solutions will be explored in more
depth during the Mobilization stage of the change plan. Additionally, efforts will be
focused on facilitating the acceptance of change, which will continue through the
Acceleration stage.
Hire two additional student services coordinators. The hiring of two additional
Student Services coordinators is a priority and should be considered a short-term goal, as
it is a prerequisite to the implementation of other solutions presented in this OIP.
Working with the human resources department, I will be required to submit a request for
two new positions, detailing evidence of need and budgetary implications. As explained
in Chapter 2, additional budget can be accessed in part from the current Student Services
budget, and in part through a request from the surplus budget or through a Jordan’s
Principle application. In preparation for hiring, school assignments for the current three
Student Services coordinators will need to be re-evaluated and re-assigned, to be divided
amongst five coordinators. Upon hiring, my time will need to be reallocated to support
the onboarding and training process for the new coordinators and to assist all coordinators
in building relationships and rapport within their newly assigned schools. This time will
be imperative, as these five coordinators will serve as change facilitators throughout the
district, empowering the cultural change needed to align service delivery to students with
complex needs (Cawsey et al., 2016).
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Develop a centralized resource model. After having hired and onboarded new
coordinators, the Student Services department will be sufficiently staffed to develop a
centralized resource model. Multiple studies have found that providing appropriate and
purposefully delivered school-level resources is a requirement for the implementation of
services to students with complex needs, and have a significant impact on staff
acceptance of change, instruction, and student outcomes (Burstein et al., 2004; Lemons et
al., 2018; Zigmond & Baker, 1995). Mid- to long-term goals will begin with a thorough
resource audit throughout the district. The audit will be conducted by the Student
Services team in collaboration with principals and teachers supporting students with
complex needs. The facilitation of this audit will require that an electronic resource
inventory is created using district software. Upon completion of the inventory,
coordinators will work with principals and teachers to create a purposeful resource
distribution plan, ensuring that allocated resources are recorded within the electronic
inventory. A secure storage location will need to be designated to store any resources not
currently being required, and to serve as a location to store resources during school year
transitions. Additional resources will be purchased to support immediate student needs,
utilizing the current Student Services resource budget. Any large gaps identified within
the resource audit, such as the need for significant school-wide assistive technology
upgrades, would be built into Student Services strategic plans and budget over the
upcoming three years. Finally, in order to ensure sustainability of this centralized
resource model, procedures must be developed to ensure that the resource inventory and
distribution plan is updated and monitored on a consistent basis, and that out-of-date
resources are culled from the inventory over the years.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

74

Develop a focused professional learning plan. Another mid to long-term goal
that will be enacted concurrently with the development of a centralized resource model, is
the development of a professional learning plan to build the capacity of principals and
teachers in programming for students with complex needs. Shevlin, Winter, & Flynn
(2013) found that one of the primary constraints on the implementation of special
education practices was inadequate professional learning opportunities for teachers. They
noted that ongoing professional development is required in order to change attitudes
towards special education. Plan development will begin with a needs assessment of
principal and teacher capacity to capture specific professional learning needs when
serving students with complex needs. In order to support continued stakeholder
engagement, a professional learning survey will be created and used to capture principal
and teacher thoughts regarding change initiatives and the change process. Due to the
anonymity of the survey, it is anticipated that the use of a survey will encourage staff to
share their true opinions and needs (Cawsey et al., 2016). It will be important that time is
taken to craft strong survey questions, and that survey results are shared with principals
and teachers. Aggregate data will be collected at both the school and district level,
allowing for greater anonymity, which will be communicated to staff before completing
the survey. Upon completion of the survey, results will be analyzed and a discussion of
results will then be facilitated with stakeholders. These survey feedback sessions will be
conducted at each individual school site and will require Student Services staff time.
This activity will assist in the interpretation of the data and build a shared understanding
of the current prevailing thoughts amongst school staff (Cawsey et al., 2016).
Upon completing a capacity needs assessment, the Student Services team will
meet with principals to identify learning priorities that align with both district and school-
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based priorities. Aligning with a larger district professional learning plan, school-based
learning plans will be developed including a collaborative process to determine targeted
staff to participate in learning activities. Examples of learning topics may include
supporting students with specific diagnosis, such as Autism Spectrum Disorder, Fetal
Alcohol Spectrum Disorder, Cerebral Palsy, etc. Topics may also include broader
teaching strategies, including differentiating curriculum outcomes through the provision
of accommodations or through the use of assistive technology. These decisions will be
based on current student needs within the school, staff capacity needs, and survey results.
Funding decisions will be made in collaboration with central office staff and principals,
ensuring that funding aligns with goals within operational plans.
Facilitate acceptance of change. Stakeholders perception of, and reaction to,
change have a significant impact on the change process and are dependent on multiple
factors, including previous experiences, their current role, and their individual assessment
of the size and scope of the change (Cawsey et al., 2016; Lewis, 2019). As discussed in
Chapter 2, the readiness for change questionnaire was completed and the results
determined that staff openness to change will require more support due to their past
experiences (Cawsey et al., 2016). Haynes (1998) found that staff’s historical
experiences impacted how receptive they were to change, as staff were less receptive
when they had been exposed to multiple initiatives over time that had not impacted
student outcomes. In these cases, Haynes (1998) recommends transparency and offering
multiple engagement opportunities. Variance in stakeholder perceptions should not be
viewed as negative, as they can be leveraged to develop a better understanding and to
adjust the implementation plan (Cawsey et al., 2016). Utilizing the information gathered
through the stakeholder analysis, an adoption continuum will be used as a tool to
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successfully support acceptance of change and implementation (Cawsey et al., 2016). An
adoption continuum moves stakeholders through the following phases: awareness,
interest, desiring change, and finally, taking action. Different stakeholders will find
themselves at different points on an adoption continuum as they encounter organizational
change. Given that multiple changes have occurred throughout the district due to the
recent amalgamation, school staff have the potential to feel overwhelmed by the number
of changes. Student Service staff will assist in mitigating this concern by ensuring they
meet each stakeholder where they find themselves along the adoption continuum and
allow time to build rapport. They will encourage individual staff members to move along
the adoption continuum, using different tactics depending at which stage each individual
staff member finds themselves (Cawsey et al., 2016). Facilitating change will require a
balance of support, pressure, individual meetings, and larger collaborations (Stiegelbauer,
2008). Student Services staff will be required to reallocate their time to meet with
principals and teachers, individually or in small groups to generate conversation and
answer questions.
In addition to school staff, it will be necessary to apply stakeholder theory to
consider the perspectives of other critical internal and external key stakeholders,
including parents and guardians (Cawsey et al., 2016; Lewis, 2019). Through an
Indigenous lens, family is a primary source of learning for children and they should be
involved through inclusive communication practices (Hare, 2004; Khalifa et al., 2019).
Meetings with parents of students with complex needs is already an established process
throughout SDA, allowing for a venue to gain parental input. The transformative
leadership approach I am applying throughout my OIP will support this engagement, as it
promotes an authentic concern for the growth and welfare of stakeholders (Shields, 2011;
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Shields, 2014). Furthermore, this approach aligns with one of SDA’s core beliefs of
Wâhkôhtowin (SDA, 2019b)
Acceleration and institutionalization. The Acceleration stage of the Change
Path Model will involve collaborative and transparent action planning, focused on the
implementation of the professional learning model that was crafted in the mobilization
stage (Cawsey et al., 2016). As discussed in Chapter 2, when reviewing proposed
solutions, a blended professional learning plan will utilize Student Services staff as well
as externally-sourced consultants to help deliver the learning plan to principals and
teachers throughout the district. This plan will extend into the Institutionalization stage
of the Change Path Model.
Deliver targeted professional development. Effective professional development
should focus on both adoption and implementation and include various structures, such as
teacher networks and study groups (Danielson et al., 2007). Professional learning will
occur through the delivery of targeted presentations and workshops, as well as through
individual coaching. Workshops may involve the use of ongoing professional learning
communities, presentations, and classroom visits. These decisions cannot yet be made as
they will be influenced by the results of the capacity and needs assessments, as well as
the current student need at the time of implementation. Through a complexity lens, these
decisions should be made in collaboration with the learners, emphasizing an emergent,
self-organized order, over a mandated plan (Morrison, 2010). When implementing this
stage of the change plan, there will be multiple considerations including location of
professional learning opportunities throughout the district, timing, and potential supply
teacher requirements. The delivery of this professional learning plan is a mid- to longterm goal and will be administered over a three year time frame.
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Potential implementation issues and limitations. One of the most significant
implementation issues that will be faced is the limitation within my agency to address the
many other changes that are occurring simultaneously throughout the district. Other
branches and departments have their own strategic goals and initiatives that they are
attempting to implement, which causes pressure and stress on schools and stakeholders.
Another potential implication issue may be time constraints when planning for ongoing
professional learning opportunities for staff, further exacerbated by other departments and
branches also requiring time for training. Should these issues become a concern,
increased transparency and engagement with school leaders will be required, as well as
considering redistributing power to ensure that ownership is shared between the schools
and district (Dentith et al., 2013; Doyle, 2001; Haynes 1998).
In addition to these concerns, there are other practical issues that may present. As
SDA follows a Wahkohtowin-inspired governance model, multiple conversations and
ongoing collaboration will be a requirement when implementing this change plan.
Dialoguing with school staff to gather input on student services may be difficult due to
time limitations. Although finding opportunities for true engagement is anticipated to be
difficult, it will remain a priority. Focusing on engagement aligns with key
characteristics of transformative leadership, showing an authentic concern for the growth
and welfare of stakeholders (Shields, 2011; Shields, 2014). This is also supported by
Indigenous ideology, as decisions regarding student services will be built upon an
Indigenous worldview and constructed through collaborative and consensus-driven
approaches (Martin & Garrett, 2010).
Sustainable change implies continuous improvement that not only lasts, but also
allows for multiple change initiatives to be progressing simultaneously and successfully
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within an organization (Fullan, 2005; Hargreaves & Fink, 2006). This will require that
monitoring and evaluation practices are in place throughout implementation to track
change and assess progress along the change path.
Change Process Monitoring and Evaluation
Measurement and evaluation will have an impact on the outcomes of my OIP by
clarifying expectations, tracking progress, determining stakeholder perspectives, as well
as making alterations to current and future planning (Cawsey et al., 2016). Progress will
be monitored to evaluate if the changes that were made are having a positive impact on
the organization and have been successfully adopted by employees (Cawsey et al., 2016).
Tools and measures will be proposed to track change, monitor progress and assess change
along the change path, through the use of an iterative Plan-Do-Study-Act (PDSA) model.
Tracking change. Accountability is a requirement for change initiatives in
today’s data-driven society (Fullan, 2006). Lewis (2019) lists several challenges for
measuring success that include the timing of outcome assessment, difficulty measuring
some outcomes, and difficulty attributing cause and effect. These concerns are evident
when measuring the implementation of quality and consistent services to students with
complex needs throughout SDA. Within the realm of student services, selection of
measures and timing of data collection is challenging, as goals are reimagined along the
change path while striving for continued growth and improvement. Through a
complexity lens, contingency planning along the change path will be necessary, as it is
anticipated that unpredictable events will occur (Cawsey et al., 2016).
Measures. As the complexity and ambiguity of my OIP is high and the time to
completion is long, Cawsey et al. (2016) recommend that the measurements used to track
change be more approximate, rather than precise. From a transformative approach,
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measures and indicators should not be mandated and must be co-created through a
process of stakeholder engagement (Shields, 2018). Through a complexity lens a focus
on collaboration values emergence, rather than a focus on mandated measures, which
values control (Morrison, 2008). This exposes one of the contradictions within
complexity theory: How can measures or indicators be predetermined, meeting the
accountability requirements of the district, while allowing for stakeholders to participate
in meaningful collaboration, allowing for emergence and self-organization (Morrison,
2008)? To address this, another component of complexity theory can be applied:
balancing partial predictability with partial unpredictability (Morrison, 2010). As such,
within this OIP, proposed measures will be embedded into the vision workshops during
the Awakening stage of the Change Path Model. Time will be allotted within these
workshops to gather feedback regarding the suggested measures. This approach will
ensure that appropriate measures are established, while allowing principals and system
leaders the opportunity to review the proposed measures and discuss concerns related to
the specific needs of their staff and students. Identifying measures and indicators will
provide stakeholders with a sense of purpose, encourage learning, assist in tracking
progress, and allow for the change plan to be adapted as needed (Cawsey et al., 2016;
Lewis, 2019).
In addition to exploring the process through which measures and indicators will
be determined, it is necessary to consider which type of measures will be most
appropriate when collecting data within SDA’s organizational context. Nadler and
Tushman’s Congruence Model was reviewed in Chapter 2 (Nadler & Tushman, 1989).
The output phase of this model supports the assessment of change initiatives as it
evaluates if the desired outputs of a change initiative are being achieved. In their work,
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Nadler and Tushman reinforce that an organization has a greater likelihood of achieving
success when all components align with their environment (Cawsey et al., 2016).
Accordingly, when considering change process monitoring and evaluation for this OIP,
the measures selected must align with an Indigenous lens (Government of Alberta, 2019;
Naquin et al., 2008). Whereas Western beliefs rely strongly on quantitative data, this is
not necessarily the best approach to measurement through an Indigenous lens (Naquin et
al., 2008). According to Naquin et al. (2008), “for Indigenous populations promoting
these Euro-centric practices as the standard of care is doubly problematic: the
mechanisms for developing an evidence-base often are not congruent with Indigenous
knowledge values” (p. 14). Through an Indigenous lens, reporting should have a greater
focus on meaning, rather than solely relying on quantitative measures, and thus should
include qualitative evidence (Government of Alberta, 2019). “An evidence-based
practice model is replaced by a practice-based evidence model of program development,
assessment and evaluation” (Government of Alberta, 2019, p. 35). Through this lens, a
mixed-methods approach to change process monitoring and evaluation is recommended,
including both qualitative and quantitative data collection (Cohen, Manion, & Morrison,
2018; Creswell & Creswell, 2018; Naquin et al., 2008). Measures will be collected
through various means throughout the change process, in order to monitor progress and
assess change of the goals within this OIP. A proposed monitoring and evaluation plan is
summarized in Appendix A, including proposed measures, tools, timing/frequency, and
stakeholder responsibilities.
Monitoring progress and assessing change. Long-term change initiatives
resulting in sustainable change require short-term results to be successful (Fullan, 2006).
The delivery of short-term results encourages confidence and builds trust with multiple
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stakeholders, which propels change forward and encourages further growth (Fullan,
2006).
Along the change path, data will be collected and analyzed to assess progress, reevaluate the change plan, and determine how deep learning should be structured (Cawsey
et al., 2016; Fullan, 2006). Upon reviewing, crafting, and confirming measures with
principals and system leaders during the vision workshops, baseline data will be collected
at each school site through embedded opportunities for feedback, surveys, and interviews.
Quantitative data will include the number of students with complex needs accessing
services; the number of contacts made between administrators and Student Service staff
regarding questions and supports for students with complex needs; the number of
consultations with external consultant; and the frequency of Student Services supports,
including professional learning opportunities. Qualitative data will include stories shared
by administrators and teachers addressing ongoing need; areas of success; and student
access to appropriate resources. Once baseline data has been collected, targets for
measures will be set, both at the school and district levels. Data for measures will then be
collected quarterly, semi-annually, or annually, depending on the measure, serving as
short-term milestones. Collecting this data along the change path will demonstrate
attainment of short-term results and evaluate growth along the change path. A quarterly
analysis of collected data will be conducted by the Student Services team, allowing for
progress to be monitored, and to intervene as needed, in order to prevent or correct
identified concerns (Fullan, 2006). The timing, frequency, and means of recommended
data collection for this OIP are summarized in Appendix A: Proposed Monitoring and
Evaluation Plan.
Tools. Given that not all of SDA’s stakeholders hold a fully positive perspective
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of the recent change, it is important that central office staff are aware of other stakeholder
feelings and manage the pace of the change. There is a chance, if not monitored, that
central office staff could disregard legitimate concerns or that other stakeholder may
censor their concerns when faced with such a positive perspective from central office
staff (Cawsey et al., 2016). Surveys will allow for anonymous data to be gathered from
stakeholders at various points along the change path, enabling comparisons to be made
over time to benchmark progress (Cawsey et al., 2016; Cohen et al., 2018). This tool can
examine stakeholder preferences and attitudes, as well as their experiences throughout the
change (Cohen et al., 2018). Surveys would be administered electronically to principals,
teachers, and parents/guardians. Survey feedback is a secondary tool that will be used,
where survey results will be shared with stakeholders. Discussions will be facilitated
with principals and teachers in a way that encourages rich dialogue and learning (Cawsey
et al., 2016; Katz et al., 2018). These tools are supported by Indigenous ideology and a
transformative leadership approach, as they encourage collaboration and remain attentive
to the needs of the followers through shared leadership (Martin & Garrett, 2010; Munroe
et al., 2013; Shields, 2011; Shields, 2014). In addition to the use of surveys and survey
feedback activities, other tools that will be employed to gauge progress and evaluate
change include: interviews, questionnaires, and the use of an adoption continuum. The
use of these tools is summarized in Appendix A.
Plan-do-study-act model. Throughout this OIP several models have been
discussed including Nadler and Tushman’s Congruence Model and the Change Path
Model (Cawsey et al., 2016; Nadler & Tushman, 1989). One final model will be
necessary to address my problem of practice: the PDSA model, which is used for
improving the process of change (Christoff, 2018). The foundational underpinning of
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this model is that the learning that occurs during the implementation process impacts and
influences the following cycle of implementation (Christoff, 2018). The PDSA model
will therefore be an indispensable approach to assess if implemented solutions are leading
to intended outcomes, as well as determining the impact of the change initiatives
(Dawson, 2019).
To support the goals set out within this OIP, the implementation of the proposed
monitoring and evaluation plan (Appendix A) will be guided by individual PDSA cycles
to determine if the aim is being accomplished or if modifications need to be made to the
implementation plan (Christoff, 2018). Each of these goals will be implemented,
monitored, and evaluated using the four steps of this model: plan, do, study, act, as seen
in Figure 4 (Christoff, 2018).

Step 1:
Plan
Step 4:
Act

Step 2:
Do
Step 3:
Study

Figure 4. Plan-Do-Study-Act (PDSA) Model
The first step of the PDSA model requires that a plan is created including tasks
and people, tying into the work done with Nadler and Tushman’s Congruence model
(Christoff, 2018; Nadler & Tushman, 1989). This plan has been described in detail
throughout this OIP. Once the plan has been created, the second step of the model, do,
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requires carrying out the plan and documenting relevant data during implementation.
This process includes recording what was observed that was not part of the initial plan
and will serve as a small-scale test of the progress of the change initiative (Christoff,
2018; Dawson, 2019). The third step will require me to study the data that was collected
to learn from the implementation, allowing for a comparison of the results against
previous performances to learn from that round of implementation (Christoff, 2018). In
the final step, act, the decision will then be made to adopt, adapt, or abandon the plan
based on the results of the study. The PDSA model then repeats itself as needed
throughout the change process (Christoff, 2018). The iterative design of this model will
encourage me to continuously critique the change process through self-reflection, a
quality required of transformative leaders (Avant, 2011).
Given the complexity of my OIP in implementing three interdependent solutions,
the PDSA model will prove helpful throughout all phases of the Change Path Model,
assisting with monitoring and evaluation of the change process (Cawsey et al., 2016).
During the Institutionalizing stage of the Change Path Model, the PDSA model will also
serve as a culminating assessment of the plan, determining if the learning requirements of
students with complex needs are being met throughout SDA. Through embedding PDSA
cycles throughout OIP implementation, it is anticipated that the practice of using PDSA
cycles will become a regular practice when implementing student services initiatives. To
support the implementation of the proposed monitoring and evaluation plan, a change
process communication plan will now be discussed, encouraging stakeholder engagement
in the change process.
Plan to Communicate the Need for Change and the Change Process
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With any significant organizational change, the amount of change and speed of
change can be overwhelming and difficult for some stakeholders. Throughout SDA’s
amalgamation, rumours and inaccuracies have been prevalent due to multiple changes
occurring simultaneously. Principals and teachers who have experienced unsuccessful
change initiatives in the past, or who have been mandated to implement changes without
input, are more likely to demonstrate resistance to change (Cawsey et al., 2016).
Communication plays a significant role in the development of trust, which is foundational
to successful organizational change (Thomas, Zolin, & Hartman, 2009). As staff have
had various experiences with change initiatives in the past and throughout the
amalgamation, change dynamics need to be anticipated and addressed through the
implementation of a clear and persuasive communication plan (Cawsey et al., 2016;
Lewis, 2019). Ongoing engagement, coupled with consideration of how and when the
information is communicated, will provide the basis for this plan (Cawsey et al., 2016).
A central pillar of complexity theory is that of self-organization, which includes
several components, including communication, adaptability, feedback, and emergence
(Morrison, 2008). Siu (2008) reinforces that complexity theory advocates for ongoing
communication, as “better coordination and interaction facilitate successful selforganizing to cope with the uncertainties in reform implementation” (p. 162). To
promote the climate and conditions for emergence and self-organization of stakeholders,
relationships and trust can be fostered through a process of openness, networking,
cooperation, and support (Morrison, 2008). Collaboration and transparent
communication is needed to minimize stakeholder feelings of uncertainty and skepticism,
and increase the likelihood of support and ongoing commitment throughout the change
process (Cawsey et al., 2016; Lewis, 2019).

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

87

To address the disparity of services being offered to students with complex needs
throughout SDA, communication throughout this OIP will include both formal and
informal approaches. Employing multiple approaches has the potential to encourage
participation among stakeholders, shaping their attitudes towards the change (Lewis,
2019). In order to ensure consistent and sustainable change, the communication plan will
align with the goals set out in this OIP, at every stage of the Change Path Model.
Appendix B provides an overview of the communication plan, focusing on building
awareness of the need for change and communicating throughout the change process.
Building awareness of the need for change. To help build awareness for the
need for change, determining the need for change and developing a clear change vision
will be a collaborative endeavor involving principals, teachers, and Student Services
staff. Dentith et al. (2013) examined the implementation of inclusive special education
practices across a large school district and recommended that district administrators
engage various stakeholders in discussion and debate when implementing new initiatives,
in order to increase awareness of the need for change. This study suggests that school
staff attitudes and beliefs regarding special education be addressed early on in the reform
process, or they may remain unaltered (Dentith et al., 2013).
Creating an environment that engages stakeholders through ongoing dialogue
aligns with both Indigenous and transformative leadership approaches (Government of
Alberta, 2019; Khalifa et al., 2019; Naquin et al., 2008; Shields, 2018). Khalil, Marsh, &
Halloran (2019) state that “the way we communicate reflects what we value and that
which we prioritize” (p. 597). Through an Indigenous lens, Wâhkôhtowin underscores
the importance of collectivist communication practices, as knowledge cannot exist
outside of relationship (Government of Alberta, 2019; Khalifa et al., 2019). Engaging in
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meaningful dialogue and difficult conversations is also a key tenet of transformative
leadership, requiring that I work intentionally to support the creation of community and
relationship (Shields, 2018). Shields (2018) advocates that “transformative leaders must
recognize the complexity and the variety of interests and personalities in each school and
classroom and focus on developing people” (p.74). Whenever possible, information will
be communicated face-to-face, allowing for a two-way exchange, where feedback can be
actively solicitated, and misinformation and rumours can be dispelled (Cawsey et al.,
2016; Lewis, 2019). As a transformative leader, participation throughout this plan will
focus on encouraging respect, communication, and a willingness to listen to and consider
other perspectives (Avant, 2011; Shields, 2018).
During the awakening stage of the Change Path Model, the need for change will
be determined through individual interviews with principals, onsite within their
designated school. These interviews will involve the use of pre-determined questions to
lead a guided and structured conversation regarding historical and current practices when
serving students with complex needs in their school, including areas of strength, areas of
concern, and norms of inequality that may exist (Avant, 2011). Through a transformative
lens, increased opportunities to engage principals in the change process supports the
central tenet of deconstructing and reconstructing stakeholder’s knowledge frameworks
(Shields, 2011). Reconstructing knowledge frameworks will require ongoing dialogue
over time; however, these interviews will aid in the process of challenging current
practices and ideologies. These conversations will be input-focused and assist in
determining if any inappropriate attitudes or assumptions may exist regarding equity and
justice for students with complex needs (Lewis, 2019; Shields, 2011; Shields, 2018).
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After meeting with individual principals, key trends resulting from the interviews
will be shared with all principals, system leaders and Student Services staff to support the
development of a change vision. There will be a need to promote a strong vision and
rationale for the changes required to better support students with complex needs
throughout SDA, in a way that captivates stakeholders and provides reassurance that the
change is in the best interest of students, staff, and the community (Cawsey et al., 2016).
The creation of a change vision will occur over two vision workshops, in which
stakeholders will be guided through a collaborative process to create a shared vision for
supporting students with complex needs. These workshops will likely highlight
challenges that occur within complexity theory: order without control, individuality with
collectivity, and the need to balance the empowerment of stakeholders, while still
advocating for unified and centralized processes (Morrison, 2008; Morrison, 2010).
Through a transformative lens, it will be necessary to challenge participants to eliminate
deficit thinking, ensuring that the vision encompasses the belief that all students are
capable of learning and that it is our responsibility as educators to change our practices
(Shields, 2011; Shields 2018). As there are multiple stakeholders involved in this
process, these workshops will occur at two monthly system leadership meetings, in which
these stakeholders are already required to attend. This will require me to gain approval to
secure time on the agenda from the Deputy Superintendent. These vision workshops will
facilitate the development of an explicit change vision, while gaining commitment from
stakeholders through a focus on common ideas and empowerment (Avant, 2011; Lewis,
2019). Having two workshops will allow stakeholders the time to process, allowing for
more thoughtful and thorough conversations, in which conflicts, concerns, and
assumptions can be deconstructed and reconstructed (Lewis, 2019; Shields, 2011).
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Communicating the change process. Upon determining the need for change and
developing a change vision, the communication plan will shift from a focus on building
awareness for the need for change to communicating the change process. Still within the
awakening stage of the Change Path Model, the next goal will involve communicating
the change vision (Cawsey et al., 2016). This will be accomplished by teaming Student
Services staff with principals to co-present the change vision to teachers during school
staff meetings. To support consistent messaging throughout the schools, a presentation
will be created to announce the change, explain why the change is occurring, explain the
anticipated process of change, and guide the discussion (Lewis, 2019). Conversations
will have a dissemination-focus and will provide two-sided messaging, presenting both
the supporting and opposing arguments that had been discussed throughout the vision
workshops (Lewis, 2019). Lewis (2019) states that “evidence appears to support the
strategy of two-sided messages that have the benefits of boosting credibility and, if
refutational arguments are included, of inoculating the audience to counterarguments of
others” (p.170). Student Services staff and principals will be asked to answer questions,
correct misinformation, and to monitor reactions from teachers (Lewis, 2019).
Entering the mobilization stage of the Change Path Model, two additional Student
Services coordinators would be hired (Cawsey et al., 2016). The communication plan
would need to take into account the collaboration with the Human Resources department
regarding the new hires, including position postings, interviews, and the onboarding
process. In keeping with an Indigenous approach, onboarding will occur face-to-face,
both at central office and onsite at schools. This stage may lead to new school
assignments for the current coordinators, resulting in a need to transition staff to support
new schools and to support relationship development with principals and teachers.
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The development of a centralized resource model will begin by scheduling
individual meetings with each administrator to formally communicate the goal of
developing a resource model and to discuss the rate, timing, and details of the resource
plan creation (Lewis, 2019). Following these meetings, Student Services coordinators
will be provided with a set of guiding questions to assist them in gathering input from
principals and teachers within the schools they are assigned to support. These
conversations may occur formally or informally, and will focus on gathering opinions,
reactions, and feedback regarding the greater changes to services for students with
complex needs, as well as the centralized resource model (Lewis, 2019). Soliciting input
from principals and teachers throughout the process of change, will allow stakeholders to
share feelings and concerns, allowing Student Services staff to better understand change
dynamic, increase stakeholder’s feelings of control and lower resistance to change
(Lewis, 2019).
Occurring simultaneously with the creation of a resource plan, a focused
professional learning plan will also be developed. A widespread online survey will be
administered to all principals and teachers within SDA to determine current selfidentified capacities and priorities for professional learning when supporting students
with complex needs. Survey results will allow the Student Services team to better
understand the potential impacts of the change and professional learning needs from the
teachers who will be on the receiving end of the change (Cawsey et al., 2016). Following
survey administration, survey feedback meetings with the principals will ensure shared
understanding of the results and assist in a collaborative professional learning model to
meet the unique and individualized needs of each school.
Facilitating acceptance of change among stakeholders is not isolated to one stage
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of the Change Path Model, but rather integrated throughout much of the change plan,
with a concentrated focus within the mobilization and acceleration stages of the plan
(Cawsey et al., 2016). Multiple studies recommend that districts engage school leaders in
ongoing dialogue regarding change initiatives, as well as consider redistribution of power
to ensure that ownership is shared between the schools and district (Dentith et al., 2013;
Doyle, 2001; Haynes, 1998). Employees have been shown to have greater trust in
leadership if they are actively involved in discussions regarding the change (Morgan &
Zeffane, 2003). As a transformative leader, addressing current mindsets and challenging
deficit thinking will be accomplished through individual and small group conversations
and support visits with stakeholders throughout OIP implementation (Shields, 2018).
Relationship development will continue with parents and guardians of students with
complex needs, through regularly scheduled meetings and through Individual Program
Plan reviews. In addition to formal conversations with staff and parents/guardians,
Student Services staff will seek out informal conversations, including spontaneous
interactions with teachers and principals, to discuss, confirm, and reframe formal
communication about the changes (Lewis, 2019). Student Services staff will provide
onsite observations of concerns, offer problem solving support, and seek frequent
feedback from principals and teachers.
Entering the acceleration and institutionalization stages of the Change Path
Model, communication regarding the change initiative will shift from being
predominantly input-focused to include a greater dissemination-focus (Lewis, 2019).
This shift does not imply that staff input will be eliminated, as complexity theory
advocates that feedback between the learner and presenter is essential for deep learning to
occur (Morrison, 2008). To ensure a shared understanding of the change process, blanket
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messaging will be used across the district. Blanket messaging is a communication
strategy that aims to provide equal dissemination and participation amongst stakeholders
by communicating shared information and giving equitable opportunities for interactions
(Lewis, 2019). Professional learning will include blanket presentations to teachers and
principals, to provide a shared general knowledge amongst stakeholders, as well as
ongoing targeted professional development workshops for teachers to support specific
individualized learning needs (Lewis, 2019). Principals will be made responsible for
communicating professional learning activities to their teachers, establishing incentives
for participation, and encouraging a spirit of collaboration amongst their staff (Lewis,
2019; Siu, 2008). Professional learning opportunities will begin slowly to acclimate
stakeholders to the changes, through providing necessary skill-building opportunities
(Lewis, 2019). Between formal professional learning sessions, Student Services staff will
provide individual coaching and mentoring to principals and teachers to facilitate the
sharing and implementation of knowledge amongst the staff. Communication at this
stage will provide frequent feedback through a blended model of face-to-face meetings,
emails, and phone conversations (Lewis, 2019).
Progress along the change path, including success stories, will be communicated
throughout the acceleration and institutionalization stages of the Change Path Model
(Cawsey et al., 2016). Principals and teachers will be surveyed to provide feedback on
their progress and needs, which will allow for the Student Services team to monitor
accomplishments and gather success stories (Lewis, 2019). Quarterly updates will be
provided to system leaders, principals, and teachers regarding milestones and success
stories, to encourage continued commitment to the change initiative. Frequent onsite
feedback will be provided to teachers and principals during ongoing professional
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development sessions by Student Services staff to communicate individual success with
the wider school staff. In addition to school-based communication, an annual report will
be written for Central Office and the School Board to capture success along the change
path and inform ongoing and future strategic planning in supporting students with
complex needs.
Communication is a foundational underpinning of complexity theory, an
Indigenous approach, and transformative leadership (Davis & Sumara, 2008; Khalifa et
al., 2019; Morrison, 2008; Shields, 2018). Consequently, communication should not be
seen as an add-on to this OIP, but rather as an essential and inextricable component to its
success. To ensure sustainability of this change initiative, next steps and future
considerations must also be explored.
Next Steps and Future Considerations
In order to successfully implement the change process that has been described
throughout this OIP, and to ensure that changes made in serving students with complex
needs are sustained and continue to evolve, next steps and future considerations must be
explored.
Upon completing this OIP, the next logical step would be the implementation of
the change plan that has been described. Before this can occur, this change plan must be
shared with the Deputy Superintendent for review and approval or adjustment. Ideally
this plan would be shared during strategic planning conversations, which begin annually
each November. Should changes be requested, the plan would need to be edited to reflect
these changes. This plan would then need to be included within the Student Services
operational plan, district professional learning plan, and Student Services budget, before
reviewing the proposal with the finance team. Upon approval, the plan would then be
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shared with the Student Services team to inform them of the upcoming changes, gather
their input, and inform them of their role in the change process.
Given the nature of an education system, students and staff will change over time,
through graduation, movement, and attrition. New students will enroll within the
schools, with varying complex needs. Additionally, new staff will join the district, or be
reassigned to work with different students or within different schools. These inevitable
changes will require that further steps are taken to ensure that professional learning
continues and that new Student Services staff, principals, and teachers, continue to
receive the training required to meet the needs of students with complex needs. Should
changes occur within my current role, whether that be through movement into another
role or attrition, a transition plan would be needed, where the new Student Services lead
is made aware of the implementation history and future goals. The development of a
sustainability plan is thus a necessary next step to this OIP to ensure that student and staff
needs continue to be met over the coming years.
As principal and teacher capacity grows, it is anticipated that less external
supports would be required to deliver professional development. At that time, the
Student Services team would be required to develop a new professional learning plan to
be delivered primarily by Student Services staff in collaboration with principals and
teachers who have built their capacity throughout the district. The funding being used to
hire external presenters could then be redistributed to support other initiatives within
Student Services.
As with any plan, limitations exist within this OIP that must be considered. My
agency allows for the delivery of this plan; however, it remains contingent on several
factors, primarily the approval of the Superintendent, Deputy Superintendent, and finance
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team. Should the approval of two additional Student Services coordinators not be
approved, this plan would need to be reviewed to determine which components could still
be implemented and the timeline to completion would be significantly extended.
Alternate solutions were discussed in Chapter 2 when considering proposed human
resourcing solutions. Although not ideal, Student Services coordinator responsibilities
would need to be reassigned to school-based staff, in order for coordinators to focus on
capacity building.
A final, yet significant, limitation of this OIP is that the recommendations and
plans made throughout this change plan are specific to the dynamics and current context
of SDA. Thoughts and ideas presented throughout this plan can be considered when
unifying services to students with complex needs in other districts, however, in
accordance with complexity theory, Davis and Sumara (2008), caution that “the means of
doing so must be considered on a case-by-case basis, contingent on the particular issues,
contexts and participants involved” (p. 41).
Conclusion
This OIP has investigated the need to address the current inequitable services and
supports available to students with complex needs throughout SDA. It has provided a
thorough understanding of the problem of practice through considering organizational
context and change readiness. A detailed implementation, evaluation, and
communication plan has been described through an underpinning of complexity theory,
supported by an Indigenous approach and transformative leadership lens. It is anticipated
that this OIP will lead to improved outcomes for multiple stakeholders, including
students, teachers, administrators, as well as parents and guardians. Upon
institutionalization of this change plan, students with complex needs will be offered
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programming that better meets their individualized needs, while allowing for consistent
service delivery as they transition between schools within SDA. Consistency among
schools will be reflected in multiple areas, including equity of access to resources, and
heightened teacher and administrative capacity when programming for, and supporting,
students with complex needs. Additionally, increased school capacity, combined with a
clear communication plan, is anticipated to increase parental and community
understanding of the availability and administration of Student Services, which in turn
may encourage increased trust in the organization.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

98

References
Alvesson, M., & Sveningsson, S. (2003). The great disappearing act: Difficulties in doing
“leadership”. The Leadership Quarterly, 14(3), 359-381.
Armenakis, A. A., Harris, S. G. (2009). Reflections: Our journey in organizational
change research and practice. Journal of Change Management, 9(2), 127-142.
Armenakis, A. A., Harris, S. G., & Field, H. S. (1999). Making change permanent: A
model for institutionalizing change. In W. Pasmore, & R. Woodman (Eds.)
Research in organizational change and development (Vol. 12) (pp. 97-128).
Greenwich, CT: JAI Press.
Avant, D. W. (2011). Unwrapping tradition: Shifting from traditional leadership to
transformative action. In C. M. Shields (Ed.), Transformative leadership: A
reader (pp. 1-20). New York: Peter Lang.
Bai, H., & Martin, S. M. (2015). Assessing the needs of training on inclusive education
for public school administrators. International Journal of Inclusive Education,
19(12), 1229-1243.
Board of governors policy manual (2018). [Community X]: SDA
Brown, M. E., Treviño, L. K., & Harrison, D. A. (2005). Ethical leadership: A social
learning perspective for construct development and testing. Organizational
Behavior and Human Decision Processes, 97(2), 117-134.
Brown, O. S., & Peterkin, R. S. (1999). Transforming public schools: An integrated
strategy for improving student academic performance through districtwide
resource equity, leadership accountability, and program efficiency. Equity &
Excellence, 32(3), 37-52.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

99

Brunsting, N.C., Sreckovic, M.A., & Lane. K.L. (2014). Special education teacher
burnout: A synthesis of research from 1979 to 2013. Education and Treatment of
Children, 37(4), 681-712.
Bublitz, G. (2017). Effective strategies for district leadership to create successful
inclusion models: Special education directors and school reform in context of
least restrictive environment (Doctoral dissertation). Retrieved from ProQuest,
10118412.
Burrell, G., & Morgan, G. (1979). Part 1 – In search of a framework. In Sociological
paradigms and organizational analysis – Elements of the sociology of corporate
life (pp. viii-37). Aldershot, England: Ashgate Publishing Company.
Burstein, N., Sears, S., Wilcoxen, A., Cabello, B., & Spagna, M. (2004). Moving toward
inclusive practices. Remedial and Special Education, 25(2), 104-116.
Caldwell, C., Dixon, R. D., Floyd, L. A., Chaudoin, J., Post, J., & Cheokas, G. (2012).
Transformative leadership: Achieving unparalleled excellence. Journal of
Business Ethics, 109(2), 175-187.
[Canadian Government] (date withheld for anonymization purposes). [Copy of
Treaty No.#]. Ottawa, ON: Queen’s Printer and Controller of Stationery.
Cawsey, T. F., Deszca, G., & Ingols, C. (2016). Organizational change: An actionoriented toolkit (3rd ed.). Thousand Oaks, CA: Sage.
Center for Special Education Finance. (1994). Resource implications of inclusion:
Impressions of special education administrators at selected sites: Policy paper
number 1. Washington, DC: McLaughlin, M. J., & Warren, S. H.
Christoff, P. (2018). Running PDSA cycles. Current Problems in Pediatric and
Adolescent Health Care, 48, 198-201.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

100

Cohen, L., Manion, L., & Morrison, K. (2018). Research methods in education (8th ed.).
New York, NY: Routledge.
[Community X education agreement]. (2018). [Community X]: SDA.
[Community X education law]. (2018). [Community X]: SDA.
Creswell, J. W. & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and
mixed methods approaches (5th ed.). Los Angeles: SAGE Publications, Inc.
Danielson, L., Doolittle, J., & Bradlet, R. (2007). Professional development, capacity
building, and research needs: Critical issues for response to intervention
implementation. School Psychology Review, 36(4), 632-637.
Davis, B., & Sumara, D. (2008). Complexity as a theory of education. Transnational
Curriculum Inquiry, 5(2), 33-44.
Dawson, A. (2019). A practical guide to performance improvement: Implementation of
systematic methodologies. AORN Journal, 110(1), 40-48.
Delaney, J.G. (2017). Education policy: Bridging the gap between theory and practice
(2nd ed.). Edmonton, Alberta: Brush Education Inc.
DeMatthews, D.E., & Mawhinney, H. (2013). Addressing the inclusion imperative: An
urban school district's responses. Education Policy Analysis Archives, 21(61), 127.
Dentith, A., Frattura, E., & Kaylor, M. (2013). Reculturing for equity through integrated
services: A case study of one district's reform. International Journal of Inclusive
Education, 17(3), 223–237.
Doyle, L.H. (2001). Proceedings from the Annual Meeting of the American Educational
Research Association: Leadership and Inclusion: Reculturing for Reform. Seattle,
WA.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

101

Elliott, G. (2015). Critical practice leadership in post-compulsory education. Educational
Management Administration & Leadership, 43(2), 308-322.
Ehrich, L. C., Harris, J., Klenowski, V., Smeed, J., & Spina, N. (2015). The centrality of
ethical leadership. Journal of Educational Administration, 53(2), 197-214.
First Nations Child and Family Caring Society of Canada (2018). Jordan’s principle:
Ensuring First Nations children receive the public services they need when they
need them. Retrieved November 22, 2019 from https://fncaringsociety.com/sites
/default/files/jordans_principle_information_sheet_november_2018.pdf
Frontier, T. & Rickabaugh, J. (2015). Driving Change. Educational Leadership, 72(5).
Retrieved from http://www.ascd.org/publications/educational-leadership/
feb15/vol72/num05/ Driving-Change.aspx
Fullan, M. (2005). Leadership and sustainability. Thousand Oaks, CA: Corwin Press.
Fullan, M. (2006). The future of educational change: System thinkers in action. Journal
of Educational Change, 7(3), 113-122.
George, H. P., Cox, K. E., Minch, D., & Sandomierski, T. (2018). District practices
associated with successful SWPBIS implementation. Behavioral Disorders, 43(3),
393-406.
Glatter, R. (2006). Leadership and organization in education: Time for a reorientation? School Leadership & Management, 26(1), 69-83.
Government of Alberta. (2019). Well-being and resiliency: The miyo resource – kânâkatohkêhk miyo-ohpikinawâwasowin. Alberta: Author
Gutek, G. L. (2013). Liberalism and education. In Philosophical, ideological, and
theoretical perspectives on education (2nd ed., pp. 216–249). Pearson.
Hare, J. (2004). They beat the drum for me. Education Canada, 44(4), 17–20.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

102

Hargreaves, A., & Fink, D. (2006). Sustainable leadership. San Francisco: Jossey Bass.
Harrington, B. G., & Pavel, D. M. (2013.) Using Indigenous educational research to
transform mainstream education: A guide for p–12 school leaders. American
Journal of Education, 119, 487-511.
Hartley, D. (2010). Paradigms: How far does research in distributed leadership ‘stretch’.
Educational Management, Administration and Leadership, 38(3), 271-285.
Haynes, N. (1998). Lessons learned. Journal of Education for Students Placed at Risk,
3(1), 87-99.
Hustus, C. L., & Owens, J. S. (2018). Assessing readiness for change among school
professionals and its relationship with adoption and reported implementation of
mental health initiatives. Child & Youth Care Forum, 47, 829-844.
Katz, S., Dack, L. A., & Malloy, J. (2018). The intelligent, responsive leader. Thousand
Oaks, CA: Corwin.
Khalifa, M. A., Khalil, D., Marsh, T. E. J., & Halloran, C. (2019). Towards an
Indigenous, decolonizing school leadership: A literature review. Educational
Administration Quarterly, 55(4), 571-614.
Langlois, L. (2011). Looking at transformative leadership through the concept of ethics.
In C. M. Leithwood, K., Harris, A., & Hopkins, D. (2008). Seven strong claims
about successful school leadership. School Leadership & Management: Formerly
School Organization, 28(1), 27- 42.
Leithwood, K., Leonard, L., & Sharratt, L. (1998). Conditions fostering organizational
learning in schools. Educational Administration Quarterly, 34(2), 243-276.
Leithwood, K., Seashore, S., Anderson, S. & Wahlstrom, K. (2004). Review of research:

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

103

How leadership influences student learning, executive summary (pp. 2-15).
Retrieved from http://www.wallacefoundation.org/knowledge-center/schoolleadership/key- research/documents/how-leadership-influences-studentlearning.pdf
Lemons, C.J., Vaughn, S., Wexler, S., Kearns, D. M., & Sinclair, A.C. (2018).
Envisioning an improved continuum of special education services for students
with learning disabilities: Considering intervention intensity. Learning
Disabilities Research & Practice, 33(3), 131-143.
Letizia, A. (2014). Radical servant leadership: A new practice of public education
leadership in the post-industrial age. Journal for Critical Education Policy
Studies, 12(2), 175-199.
Lewis, L. (2019). Organizational change: Creating change through strategic
communication (2nd ed.). Malden, MA: WILEY Blackwell.
Martin, K., & Garrett, J. J. (2010). Teaching and learning with traditional Indigenous
knowledge in the tall grass plains. The Canadian Journal of Native Studies, 30(2),
289–314.
Martinez, M. A. (2014). Questions of ethics and loyalty: An assistant principal’s tale.
Journal of Cases in Educational Leadership, 17(4), 66–77.
Mason, M. (2008). Complexity theory and the philosophy of education. Educational
Philosophy and Theory, 40(1), 4-18.
Morgan, D. E., & Zeffane, R. (2003). Employee involvement, organizational change and
trust in management. International Journal of Human Resource Management,
14(1), 55–75.
Morrison, K. (2008). Educational philosophy and the challenge of complexity theory.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

104

Educational Philosophy and Theory, 40(1), 19-34.
Morrison, K. (2010). Complexity theory, school leadership and management: Questions
for theory and practice. Educational Management Administration & Leadership,
38(3), 374-393.
Munroe, E. A., Borden, L. L., Murray Orr, A., Toney, D., & Meader, J. (2013).
Decolonizing Aboriginal education in the 21st century. McGill Journal of
Education, 48(2), 317–337.
Nadler, D. A., & Tushman, M. L. (1989). Organizational frame bending: Principles for
managing reorientation. The Academy of Management Executive, 3(3), 194-204.
Naquin, V., Manson, S., Curie, C., Sommer, S., Daw, R., Maraku, C.,… Deaux, E.
(2008). Indigenous Evidence-Based Effective Practice Model: Indigenous
Leadership in Action. International Journal of Leadership in Public Services,
4(1), 14-24.
National Indian Brotherhood. (1972). Indian control of Indian education: Policy paper
presented to the Minister of Indian Affairs and Northern Development. Ottawa:
The Brotherhood.
Northouse, P. G. (2016). Leadership: Theory and practice (7th ed.). Thousand Oaks, CA:
Sage Publications.
Plazek, D. J. (2012). Ideology spotting: An exercise in teaching conservatism and
liberalism. Journal of Political Science Education, 8(2), 168–188.
[Provincial education act]. (2018). [Provincial Government]: [Province]
Robinson, O., & Griffiths, A. (2005). Coping with the stress of transformational change
in a government department. Journal of Applied Behavioural Science, 41(2), 204221.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

105

Rorrer, A. K., Skrla, L., & Scheurich, J. J. (2008). Districts as institutional actors in
educational reform. Educational Administration Quarterly, 44(3), 307-358.
Santamaría, L. J., & Santamaría, A. P. (2015). Counteracting educational injustice with
applied critical leadership: Culturally responsive practices promoting sustainable
change. International Journal of Multicultural Education, 17(1), 22-41.
[School District A]. (2017). [Education Declaration]. [Community X]: SDA.
[School District A]. (2019a.). About us. [Community X]: SDA.
[School District A]. (2019b). Complex student numbers of SDA and surrounding districts
2019 [Data file]. Retrieved from [website withheld for anonymization purposes]
[School District A]. (2019c). [Curriculum development guide]. [Community X]: SDA.
[School District A]. (2019d). [SDA inclusive services handbook]. [Community X]: SDA.
[School District A]. (2019e). [Senior leader- student services job description].
[Community X]: SDA.
Shapiro, J. P., & Stefkovich, J. A. (2016). Ethical leadership and decision making in
education: Applying theoretical perspectives to complex dilemmas (4th ed.). New
York, NY: Routledge.
Sharif, M. M., & Scandura, T. A. (2014). Do perceptions of ethical conduct matter during
organizational change? Ethical leadership and employee involvement. Journal of
Business Ethics, 124(2), 185-196.
Shevlin, M., Winter, E., & Flynn, P. (2013). Developing inclusive practice: Teacher
perceptions of opportunities and constraints in the Republic of Ireland.
International Journal of Inclusive Education, 17(10), 1119-1133.
Shields, C. M. (2010). Transformative leadership: Working for equity in diverse contexts.
Educational Administration Quarterly, 46(4), 558-589.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

106

Shields, C. M. (2011). Transformative leadership: An introduction. In C. M. Shields
(Ed.), Transformative leadership: A reader (pp.1-20). New York: Peter Lang.
Shields, C. M. (2014). Leadership for social justice education: A critical transformative
approach. In I. Bogotch & C.M. Shields (Eds.), International handbook of
educational leadership and social (in)justice (pp. 323-340). Dordrecht: Springer.
Shields, C. M. (2018). Transformative leadership in education: Equitable and socially
just change in an uncertain and complex world (2nd ed.). New York, NY: Routledge.
Simons, M., Olseen, M., & Peters, M. A. (2009). Re-reading education policies: A
handbook studying the policy agenda of the 21st century. Rotterdam, Netherlands:
Sense.
Siu, W. (2008). Complexity theory and school reform. NASSP Bulletin, 92(2), 154-164.
Starr, J. P. (2017). Organizing for adaptive change management. Phi Delta Kappan,
98(8), 70-71.
Starratt, R. J. (1991). Building an ethical school: A theory for practice in educational
leadership. Educational Administration Quarterly, 27(2), 185-202.
Stefkovich, J. & Begley, P. T. (2007). Ethical school leadership: Defining the best
interest of students. Educational Management Administration and Leadership,
35(2), 205-224.
Thomas, G. F., Zolin, R., & Hartman, J. L. (2009). The central role of communication in
developing trust and its effect on employee involvement. Journal of Business
Communication, 46, 287-310.
Truth and Reconciliation Commission of Canada. (2015a). Honouring the truth,
reconciling for the future: Summary of the final report of the Truth and
Reconciliation Commission of Canada. Retrieved from http://nctr.ca/reports.php

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

107

Truth and Reconciliation Commission of Canada. (2015b). Truth and reconciliation
commission of Canada: Calls to action. Retrieved from http://nctr.ca/reports.php
Tuana, N. (2014). An ethical leadership developmental framework. In C. M. Branson &
S. J. Gross (Eds.), Handbook of Ethical Educational Leadership (pp. 153-176).
New York, NY: Routledge.
United Nations. (2008). United Nations Declaration on the Rights of Indigenous Peoples.
Retrieved from http://www.un.org/esa/socdev/unpfii/documents/DRIPS_en.pdf.
Wildcat, M. (2018). Wahkohtowin in action. Constitutional Forum Constitutionnel,
27(1), 13-24.
Zhou, T. (2016). First Nations Education: First Nations Control of First Nations
Education Act, the UNDRIP, and New Promises. Retrieved from:
http://claihr.ca/2016/10/24/first-nations-education-first-nations-control-of-firstnations-education-act-the-undrip-and-new-promises/
Zigmond, N., & Baker, J.M. (1995). Concluding comments: Current and future practices
in inclusive schooling. The Journal of Special Education, 29(2), 245-250.

UNIFYING SERVICES TO STUDENTS WITH COMPLEX NEEDS

108

Appendix A
Proposed Monitoring and Evaluation Plan
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